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Preface 


Preschool, or early childhood, education has been a matter of 
considerable interest and concern in this country for many 
years, and its popularity is increasing. Private nursery schools 
continue to serve the largest number of preschool children. 
However, day care facilities for the very young are mushroom- 
ing. And there are some who even feel that preschools should 
be part of our public education system. Whether they attend 
from necessity, from community custom, or merely from their 
parents’ choice, most children are ready to benefit from and to 
enjoy a group or school type of situation long before they are 
old enough to attend kindergarten. 

When nursery schools were first begun, there was a ten- 
dency in many to think of a “right” and a “wrong” way to treat 
young children. Some schools appeared to consider that the 
teacher’s way of handling them was right; the parents’ way, all 
too often wrong. Thus in some schools children were kept for 
both a morning and an afternoon session, including lunch, five 
days a week. Parents often were allowed to observe the tea- 
cher’s methods, apparently in hopes that they would learn from 
her how to handle their children. 

Most schools, however, came to realize that a child’s behav- 
ior in school with his teacher was often extremely different from 
the same child’s behavior at home with his mother. Thus, 
though certainly a mother might pick up many clues about 

lx 
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handling young children, the difference between a mother’s and 
a teacher’s relation to a child was clearly recognized. 

It was also recognized that the teacher had much to learn 
from the parent. Schools increasingly came to stress the guid- 
ance that comes from communication between teachers and 
parents, and to consider the nursery school experience as an 
adjunct to, rather than as a substitute for, home experience. 

Though every nursery school is inevitably influenced in its 
procedures by the personality and point of view of its teachers 
and administrators, from 1940 until quite recently in this coun- 
try a more or less uniform point of view tended to prevail. 
Nursery school has been considered as a place for young chil- 
dren to play and grow and learn to live with others. It has been 
thought of as a place where they could express themselves at 
their own level of behavior or performance, but could be helped 
on toward more mature, cooperative, or effective ways of 
behaving. It has been a place where children, through play with 
a wide variety of multisensory materials and numerous rela- 
tions with peers, could solve many of the problems of growing 
up and relating to others. It has been a place for learning in all 
areas. 

In 1944 the faculty of the Nursery Training School of Bos- 
ton (the precursor of the present Eliot-Pcarson Department of 
Child Study at Tufts University) set forth the following funda- 
mental principles as guidelines for the students. 

1. Children are persons. 

2. Education should always be thought of as guidance 
(teaching) which influences the development of persons (per- 
sonalities). 

3. Maturing and learning must go hand in hand in the 
process of development. 

4. It is important that personalities be well balanced. There- 
fore, in guiding children, we should aim to help them develop 
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balancing traits at the same time we try to supply what they 
need for self-realization. Some of the balancing traits consid- 
ered are security and growing independence; self-expression 
and self-control; awareness of self and social awareness; growth 
in freedom and growth in responsibility; opportunity to create 
and ability to conform. 

These principles are still suitable as goals for today’s pro- 
grams for young children. 

A well-run nursery school can provide for almost any child 
the most ideal school situation he may ever experience. This is 
true because in a nursery school that supports the principles 
just listed, more than in any group or grade that comes after, 
the school adapts itself to the child — to his individuality and to 
his level of maturity. Though certain demands and expecta- 
tions, certain rules and regulations are maintained, at this level 
of education school exists to suit the child. 

Very often in higher grades these principles are sublimated 
or lost, and there is a deplorable effort to force the student to 
fit the curriculum. But in good nursery schools the curriculum 
modifies itself to meet the child’s needs and abilities. Teachers 
are not entirely permissive — they have quite definite hopes and 
expectations as to what school may provide for every child and 
as to how he may be helped to react — ^but both their hopes and 
their timetables can, when occasion demands, be extremely 
flexible. 

In recent years a certain number of preschools have changed 
their emphasis. Some now lay a great deal of stress on what they 
call “cognitive development.” They attempt to teach academic 
subjects even to 3- and 4-year-olds, believing that if children are 
thus instructed in the preschool years they will become 
brighter, will mature faster, and will thus perform more effec- 
tively in kindergarten and in the years which follow, than if 
they are permitted to “just play.” 
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We ourselves do not separate the so-called cognitive from 
the rest of behavior, nor do we separate work and play. Dr. 
Arnold Gescll has often stressed that “mind manifests itself 
... in whatever the individual does.” Work and play should not 
be distinguished in the learning process of children because play 
is a child’s way of learning. And the child is a person, whose 
mind, body, emotions, spirit are interdependent and always 
influenced by his own unique personality. 

Though this book is written primarily for teachers in the 
hope that the information it contains will help them set up and 
run their own nursery schools more effectively and more enjoy- 
ably, it is also written for parents to help them understand what 
their own child’s nursery school is all about and how they can 
get the greatest possible benefit from it, for themselves and for 
their children. Nursery schools are, we believe, here to stay. 
How effective they will be depends on teachers and parents 
alike. We hope that this book will help. 


Louise Bates Ames 
Evelyn Goodenough Pitcher 



ONE 


The Child 


1 . The Developmental Point of View — Age Levels 

2. Individuality 
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will need first of all to be familiar with behavior patterns char* 
actcristic of each of the preschool levels. And she will then need 
to be able to recognize at least roughly at which level each of 
her young charges is operating. She will then treat him accord* 
ing to his developmental or behavior age, not according to his 
chronological age in months or years. 

There follows a brief description of some of the most out- 
standing behavior patterns which characterize each six-month 
age level between eighteen months and five years of age. The 
reader will note that behavior docs not necessarily improve 
steadily as the child grows older, but rather that ages of equilib- 
rium tend to alternate with ages of disequilibrium; ages of 
inwardized or focal behavior seem to alternate with ages of 
outwardized or expansive behavior. Thus, when a child’s be- 
havior suddenly takes a turn for the worse, the reason for this 
turn may not necessarily be that something has gone wrong in 
his environment, or that he is just naturally "bad.” It may 
simply be that a stage of equilibrium has been succeeded, as will 
often be the case, by a stage of disequilibrium. Thus 2-year-oId 
equilibrium quite normally breaks up and behavior becomes 
"worse” at two-and-a-half. The good 5-ycar-old becomes the 
explosive Six. 

We can try to smooth over the child’s “worst” stages, curb 
some of his extreme expansiveness, or try to spread him out a 
little when he is in a too “dose-to-home” stage. But even the 
most skilled handling does not appear appreciably to affect the 
rhythmic alternation of stages of equilibrium and disequilib- 
rium, of focal versus peripheral behavior. 

Before describing, somewhat specifically, the behaviors 
which outstandingly characterize the preschool age levels, we 
should perhaps give several warnings, lest the reader apply the 
information which we give too literally and too dogmatically. 

First of all, it is important not to take this "timetable” too 
literally. Do not try to match any given child exactly to it. Wc 
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are here describing more or less representative behaviors for 
each age level. That is, when we describe something as being 
typical 4-year-old behavior, we mean that of any one hundred 
presumably normal 4-year-olds, approximately half of them 
may be behaving in the manner described, when they are four 
years of age. Approximately one-quarter of them will already 
have gone past this kind of behavior. One-quarter will not yet 
have reached it. 

Thus any one child may, quite normally, be a little ahead of 
or a little behind the behavior described as being typical of his 
age. He will in all probability go through the stages which we 
describe in the order given, but his rate of growth will be his 
own. It is not remarkable, then, if he is a little faster or a little 
slower than the given average. 

The important thing is not so much to compare a child with 
the “average” or representative picture, as to compare him with 
himself — as he has been in the past and as he might be in the 
future. Our age sketches are not absolute norms of behavior 
that every child “ought” to exhibit exactly at a given moment. 
Rather they aim to help show the probable direction of the 
changes that may be expected as a child matures. 

As most readers will realize, any description of age levels is 
inevitably a gross oversimplification. When we describe charac- 
teristic behavior for any given age, we do not mean that all 
children of that age will behave just that way all of the time. 
In fact, some may behave that way very little of the time. 

It is the order in which these stages follow each other which 
is most important — far more important than the exact age at 
which any certain child reaches any one of the stages. And each 
child gives his own individual twist to these age sequences. 
Thus, avrvcTvg the Tnany pcBsiWe exceptions to out suggestion 
that behavior in general, around four years of age, tends to be 
out of bounds, could be the following. 

A child may quite normally reach the 4-year-oId out-of- 
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bounds stage a little ahead of time or a little behind time. He 
may be of such a gentle nature that even at his worst he does 
not go far out of bounds. Or he may be of such a vigorous nature 
that at every stage he is more or less out of bounds. Further- 
more, even at a rather disorderly stage, there may be moments 
when his environment fits especially well with his own personal 
needs, when his behavior is quite calm. And lastly, though four 
may in many be an age when there is considerable disequilib- 
rium between the child and his environment, some children 
seem to be relatively in harmony and at peace within themselves 
even at ages when their behavior is quite disturbing to those 
around them. 

Actually it might be more accurate, and might avoid some 
error in application, should we refer to the different stages 
simply as Stages A, B, C, rather than as Age Two, Age Two- 
and-a-Half, etc. However, satisfactory as this might be from a 
scientific point of view, most parents and most teachers would 
find it cumbersome and impractical to refer to a child as being 
at the A, B, or C stage of development. It seems much more 
practical in everyday usage to be able to say that a child is at 
a 2-year-old or a 3-ycar-old stage of behavior. 

A further misunderstanding to be avoided is this. Some 
people believe that when w c describe some unattractive behav- 
ior as being typical of a given age, we mean that there is nothing 
that can be done about it. That we are advising them just to sit 
back and do nothing, thinking, “Oh that’s just a stage!" Far 
from it. Knowing that any unattractive behavior is in all proba- 
bility “just a stage" may help parent or teacher to feel more 
relaxed about it. But it can also, we hope, help him to cope with 
this behavior more successfully than might otherwise have been 
the case- Sometimes an undesirable behavior can be brushed 
over. At other times other interests should be substituted. At 
still other times its occurrence might have been prevented. 
Soimframs, however, It must "be dealt with, directly and firmly. 
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There follows a brief descriptive summary of outstanding 
and characteristic behavior changes as they occur in the young 
human organism in the age range from eighteen months to five 
years, the age range dealt with in the present volume. 


EIGHTEEN MONTHS 

The 18*monther walks down a one-way street, though this 
one-way street can be rapidly reversed. And this street more 
often than not seems to lead in a direction exactly opposite to 
that which the adult has in mind. Asked to “Come here, dear,” 
the 18-monther either stands still or runs in the opposite direc- 
tion. (He may even like to walk backward.) Ask him to put 
something into the wastebasket, and he is more likely to empty 
out what is already in it. Hold out your hand for the cup which 
he has just drained, and he will drop it onto the floor. Give him 
a second sock to put on, and he will more likely than not 
remove the one which is already on his foot. His enjoyment of 
the opposite may be the reason why it works so well, if he is 
running away from you, to say, “Bye-bye,” and walk away from 
him. Then he may come running. Not only does he not come 
when called, he seldom obeys any verbal command. “No” is his 
chief word. 

It is not so much that the 18-monther is bad as that there 
are so many abilities he has not yet mastered. He has not yet 
reached the place where he can wait. “Now” is the one dimen- 
sion of time which he has in his repertoire. Thus efforts to get 
him to wait a minute are for the most part doomed to failure, 
and he cannot stand any frustration, (l/nfortunateiy, no matter 
how much you try to protect him in the way you set up the 
environment, he cannot seem to keep from frustrating himself.) 

His interpersonal relations are almost completely domi- 
nated by ideas of taking, not of giving. Actually, except for his 



8 THE CHILD 


parents, he may treat other people, especially other children, 
more as if they were objects than people. He will as likely step 
on a friend as walk around him. He not infrequently resorts to 
the expenmental poking, pulling, pinching, pushing, and some- 
times hitting of other children. He has not even a beginning 
concept of sharing or of give-and-take or cooperative play with 
another child. 

In the nursery school situation, if an l8-monther is intro- 
duced into such a setting (and this is the exception rather than 
the rule in most schools), he shows himself to be nowhere near 
ready for group play. Much of his time will be spent in solitary 
and often very active play. He covers a lot of ground, briefly 
contacting one thing after another. His manipulation of any 
single object, however, is neither elaborate nor long continued. 
He may drop the handle of a cart which he is pulling, forgetting 
that he was pulling it. He seems almost to think with his feet, 
moving rapidly from place to place. Often it appears that he 
notices an object after he has touched it, rather than moving 
about with any purpose or plan. 

Eighteen months is not one of the “better” ages if we mea- 
sure goodness in terms of minding, responding to commands, 
keeping withm reasonable bounds. However, if we can appreci- 
ate the immaturity— in motor ability, language, and emotions 
— of the 18-monther, it can be fairly easy to keep his behavior 
within reasonable limits. 

Thus if the adult would like to have him move from wherc- 
ever he is to wherever she is, he can be lured or picked up and 
carried. But, for best results, not called. He is simply not mature 
enough to respond, in most instances, to a verbal command. 

If it is desirable for him to stay away from certain areas, for 
best results make it physically impossible for him to get to those 
areas. Physical barriers work better than verbal prohibition. 

When words are used, they should be kept short and simple: 

Coat-hat-out” is about as complicated a command as the aver- 
age 18-monther can follow. 
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have to be so much on guard to protect him. 

He is also surer of himself in language. Not only does he now 
understand a surprising amount of what is said to him, but he 
himself can. as a rule, use language with remarkable effective' 
ness. Being able to make his wants known and being understood 
by others relieves much of the furious exasperation which he 
felt earlier when he could only point or cry and hope that 
someone who knew his ways and wants would be on hand to 
interpret. At eighteen to twenty-one mor\ths a wrong spoon or 
a wrong bib could cause a long crying spell, until a perceptive 
mind-reading adult was able to produce the desired object with- 
out any real clue Other than the child’s crying and a knowledge 
of his possible wants. 

Emotionally, too, he finds life easier. His demands are not 
quite as strong as they were. His ability to wait a minute or to 
suffer slight or temporary frustration if necessary has tremen- 
dously increased. 

Furthermore, people mean more to him than they did ear- 
lier. He likes, on occasion at least, to please others; and he is 
often pleased by others. Thus he can, as the 1 8-monther could 
not, occasionally do things just to please people; he can occa- 
sionally put another person’s wishes above his own. Though he 
cannot as yet share with other children, he will on occasion, if 
so directed, be willing to find substitute toys for these other 
children. This marks a whole new dimension in social relations 
over those of six months earlier. In fact, his aptitude for and 
interest in interpersonal relations helps to make nursery school, 
for many l-year-olds, a practical and interesting experience. 

Two’s awareness of and interest in other children may ex- 
ceed his ability to get along with them, it is true. Play at this 
age is primarily solitary, but 2-year-old approaches to other 
children are much more personal and friendly than those of 
eighteen months. Now instead of poking, pushing, and hitting, 
as earlier, the child is likely to hug and pat. 
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Two-year-olds like to watch each other’s activity, to play 
near each other, and even occasionally for brief periods to 
imitate each other. Their interest in any given object or activity 
lasts longer than it did at eighteen months. It often lasts long 
enough to permit considerable exploratory manipulation of 
various play objects. Several may join briefly in domestic doll 
play which, while it will probably not involve real cooperative 
activity, may briefly keep two or more children together. 

Two is, on many occasions, demonstrative and affectionate. 
He can be warmly responsive to others. This, along with his 
increased good nature, makes him, in home or nursery school, 
a much easier person to deal with than he was when younger. 
Much can be, and often is, said in praise of the 2-year-old. He 
is a loving companion and often a real joy. 


TWO-AND-A-HALF 

This is an age about which parents and teachers may need 
warning, because so much that the child now does naturally, 
almost inevitably, is directly contrary to what the adult would 
like to have him do. The 21^ -year-old is not, temperamentally, 
an easily adaptable member of any social group. 

The change in behavior which takes place between two and 
two-and-a-half can be rather overwhelming, perhaps to child as 
well as to the adults who surround him. Two-and-a-half is a 
peak age of disequilibrium. Adults often complain that they 
can’t do a thing with the child of this age. Actually, once they 
understand a little about the structure of behavior at this time, 
they often find that, awkward as it may be, it does make sense. 
Working around the behavior characteristics of Two-and-a- 
Half is often much more successful than trying to meet them 
head-on. 

Some of these outstanding characteristics: 
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First of all, Two-and-a-Half is rigid and inflexible. He wants 
exactly what he wants when he wants it. He cannot adapt, give 
in, wait a little while. Everything has to be done just so. Every- 
thing has to be right in the place he considers its proper place. 
For any domestic routine, he sets up a rigid sequence of events 
which must always follow each other in exactly the same man- 
ner. 

Second, he is extremely domineering and demanding. He 
must give the orders. He must make the decisions. If he de- 
cides, “Mummy do,” Daddy cannot be accepted as a substi- 
tute. If he decides, “Me do it myself,” then no one is allowed 
to help him, no matter how awkward or incapable he himself 
may be. 

Two-and-a-half is an age of violent emotions. There is little 
modulation to the emotional life of the child of this age. 

Furthermore, this is an age of opposite extremes. With no 
ability to choose between alternatives (it is almost impossible 
for Two-and-a-Half to make a clear-cut choice and stick to it), 
the child of this age shuttles back and forth endlessly between 
any two extremes, seeming to be trying to include both in his 
decision. “I will — I won’t,” “I want — I don’t want,” “Go out 
— stay in.” If someone doesn’t cut into his back-and-forth shut- 
tling, he may go on with it for upward of an hour. The decision 
of what clothes to wear may usurp a whole morning for a 
conflict-ridden 21^-year-old girl. Any caretaker of a 2t4-year- 
old will need to streamline all routines, make the decisions 
herself, try to avoid situations where the child himself takes 
over. 

Another characteristic of this age is perseveration — that is, 
the child wants to go on and on with whatever he is doing. Not 
only right at the moment but from day to day. If you read him 
four stories before bedtime yesterday, he wants four stories— 
and the same ones— today. It is very difficult with many a child 
of this age to introduce new clothes, new pieces of furniture. 
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new things to eat. He wants things to go on just the way they 
have always been or at least wants to hold on to the old as new 
things are added. 

Total all these characteristics and you have a child who is 
not easy to deal with. Vigorous, enthusiastic, energetic, the 
typical Two-and-a-Half may be. But he is not an easy person 
to have around. Great patience, a real understanding of the 
difficulties of the age, and a willingness to use endless tech- 
niques to work around rigidities and rituals and stubbornness 
are all necessary in dealing with the 2 Vi -year-old effectively. 

In school he pays considerably more attention to other chil- 
dren than he did when he was only two. But it is not a primarily 
friendly or cooperative attention which he exhibits. For the 
most part he attends to other children chiefly for the purpose 
of protecting any object which he himself is using, has used, or 
might be going to use. 

Two-and-a-Half 's demands are strong. His ability to share, 
wait, take turns, give in is very limited. He is interested in other 
children, it is true, but he seems much of the time to consider 
them as actual or potential rivals rather than as partners, col- 
laborators, or friends. 

In nursery school, oddly enough, the child of this age may 
be much more docile than at home. He is more ready to sepa- 
rate from his parent than he was at two. He is ready for this 
new experience. Often he seems quite different at school from 
the way he acts at home. Hts response to his parent as he is 
being picked up, however, reveals his other side. He may refuse 
to leave and may even have a temper tantrum. 

There was a time when the teacher was apt to criticize the 
parent, feeling that the parent lacked control. But with in- 
creased wr^derstar^ding cf the IVi-year-cVd stage cf deveiopment 
she has come to realize that the transition of leaving nursery 
school is hard for the child. Also, he can explode with his 
mother but rarely does so with his teacher. It is then the teacher 
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who needs to step in to help the child in this new step, and to 
make the parent feel comfortable in her role of sounding board. 


THREE YEARS 

Things quiet down, briefly, at three for most children. Two- 
and-a-Half seemed to love to resist. Three seems to love to 
conform. The typical 3-y ear-old uses the word “Yes” quite as 
easily as he formerly used the word “No.” 

Two-and-a-Half seemed to be all “take.” Three likes to give 
as well as to take. He likes to share — both objects and experi- 
ences. “We” is a word which he uses frequently. It expresses his 
cooperative, easygoing attitude toward life in general. 

Three is for the most part in good equilibrium with people 
and with things around him, perhaps because he is in better 
equilibrium within himself. He no longer seems to need the 
protection of rituals, of doing everything always the same way. 
Greater maturity has led him to feel much more secure — secure 
within himself and secure in his relations with others. 

Not only has the need for rituals dropped out, but almost 
every other aspect of 2 Id -year-old behavior which made trouble 
for him and those about him seems to have disappeared, or at 
least diminished. The child is no longer rigid, inflexible, domi- 
neering, grasping. No longer does everything have to be done 
fiis way. Now he not only can do it your way, but can enjoy 
the doing. 

People are important to him. He likes to make friends and 
will often willingly give up a toy or privilege in order to stay 
in the good graces of some other person — something of which 
he was incapable earlier. 

Increased motor ability allows daily routines and other 
necessary activities to be gotten through with minimal diffi- 
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culty. It also allows him to carry out successfully play activities 
which earlier baffled and enraged him. 

But above all, his increased ability with and interest in lan- 
guage helps him to be a delightful companion, an interesting 
member of a group. His own vocabulary and ability to use 
language have increased tremendously in most cases. His own 
appreciation of the language of others has increased similarly. 
Now he not only can be controlled by language, but can be 
entertained and can himself entertain. He loves new words, and 
they can often act like magic in influencing him to behave as 
we would wish. Such words as "new,” “different,” "big,” "sur- 
prise,” “secret” all suggest his increased awareness of the ex- 
citement of new horizons. Such words as “help,” “might,” 
"could,” "guess” are active motivators to get him to perform 
necessary tasks. 

The 3-year-old’s increased interest in and responsiveness to 
other children and his decreased need to protect himself and 
all of his possessions and to have everything for himself, plus 
his improved language ability, combine to make him enjoy 
play with other children. He not only takes considerable plea- 
sure in elementary “cooperative” play (rather than parallel 
play as earlier), but he gets into fewer arguments and quarrels 
over materials. He not only is beginning to be able to fake 
turns, to share, or to accept substitute toys, but he can even in 
a simple way use these "techniques” himself on other chil- 
dren. 

Thus simple cooperative play, as with blocks or other con- 
struction materials, or in domestic play in the doll comer, 
enables children to play more elaborately and more enjoyably, 
as well as more smoothly than earlier, with other children. 

Two-and-a-Half seemed often to resist just as a matter of 
principle. It was safer. Three goes forward positively to meet 
each new adventure. 
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THREE-AND-A-HALF 

Temporarily at three many children reach what most par- 
ents and teachers consider to be a delightful stage of equilib- 
rium. The child’s wishes and his ability to carry out those 
wishes seem, for a while, to be in remarkably good balance. 
Three-year-olds, for the most part, seem to be well pleased with 
themselves and with those about them, and the feeling tends to 
be reciprocal. They seem also, so far as their outward behavior 
shows at least, to feel secure within themselves. 

At three-and-a-half there comes, in many, a tremendous 
change. It is as though, in order to proceed from the equilib- 
rium of the 3-year-oId stage to that which is usually attained 
by five years of age, the child’s behavior needs to break up, 
loosen up, and go through a phase of new integration. All of this 
comes to a head in many at three-and-a-half years of age — a. 
period of marked insecurity, disequilibrium, incoordination. 

This poor or new coordination may express itself in any or 
all fields of behavior. It may express itself only temporarily and 
very lightly in some children, for a considerably longer period 
and much more markedly in others. It is so characteristic of this 
particular age period that, though certainly environmental fac- 
tors may exaggerate it, in many cases we can fairly consider that 
it is caused by growth factors alone. Certain by-products of 
behavior started at this period, such as stuttering, may continue 
longer than desirable within the more usual course of growth. 

Thus one may look for incoordination in any or in all fields 
of behavior. Motor incoordination, for example, may express 
itself in stumbling, falling, fear of heights. A child who has 
previously shown excellent motor coordination may go through 
a period of extreme motor disequilibrium. Though the total 
body is often involved in this incoordination, the hands alone 
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may be involved. Thus a child whose hand and arm movements 
have up till now been strong and firm may suddenly draw with 
a thin, wavery line; may build with a noticeable hand tremor. 
Language may be involved. Stuttering very often comes in at 
this period in children who have never stuttered before. 

Ears and eyes may be included. Parents are often worried 
by the temporary crossing of the eyes which comes in here. Or 
the child may complain that he “can’t see,” or that he “can’t 
hear.” 

Tensional outlets are often exaggerated in this 3 Vi-year-old 
period. Thus the child may blink his eyes, bite his nails, pick 
his nose, exhibit facial or other tics, masturbate, suck his thumb 
excessively. 

And lastly, along with motor and verbal difficulties often 
come tremendous difficulties in relations with other people. The 
3 Vi -year-old expresses his emotional insecurity in crying, whin- 
ing, and frequent questioning, especially of his mother: “Do 
you love me?” Or perhaps in complaining: “You don’t love 
me.” He is also extremely demanding with adults: “Don’t 
look!” “Don’t talk!” “Don’t laugh!” Or he may demand that all 
attention be focused on himself, and thus become extremely 
jealous of any attention paid by members of the family to each 
other. 

With his friends, too, he shows considerable insecurity and 
great demand for their exclusive attention. The emotional ex- 
tremes which he expresses (very shy one minute, overboisterous 
the next) also make him an uncertain contributor to any social 
situation. 

Three-and-a-Half seems to feel so insecure that he must 
protect himself by holding tight, not so much to his possessions, 
as at two-and-a-half, as to his own way of doing things. Many 
at this age are as ritualistic and rigid as they were earlier at 
two-and-a-half. Thus any, or all, routines — eating, sleeping, 
dressing — can present areas of great difficulty for the adult in 
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charge. Many Three-and-a-Halfs get through the smooth 
stretches between routines without too much difficulty, but any 
routine may end in a temper tantrum or tears. 

In school, children in the SV^-year-oId group often actually 
get along less smoothly in their interpersonal relations than 
they did six months earlier. At three years of age many children 
are able to enjoy simple cooperative play with others of the 
same age. Relationships may perhaps be a trifle superficial and 
not particularly intense, but group play often proceeds very 
harmoniously. 

By thrcc-and-a-half, relations are less smooth, and oddly 
enough the reason often seems to be that relationships are more 
important. Thus the child of this age is capable of, and inter- 
ested in, forming strong friendships. "My friend" is an impor- 
tant person to him. But, as in so many other areas of behavior, 
the child often goes about the business of forming friendships 
in a somewhat backward manner. He emphasizes his liking for 
certain children by excluding and refusing to play with certain 
others. 

Thus among a group of 3 -year-olds there is likely to be a 
good deal of discriminating against, keeping out, refusing to 
play with, demanding, commanding. Harsh words are uttered, 
and even the use of physical force against enemies is often 
resorted to. Group life at this age can on occasion be extremely 
stormy. 

If the adult in charge kr^ows in advance that all of this un- 
certainty, insecurity, incoordination quite normally marks the 
three-and-a-half age period, it can help considerably. First of 
all, it can keep him from blaming various aspects of the environ- 
ment for any or all of the different incoordinations. It can 
stimulate him to try to fit the demands of the environment a 
little more to the abilities and inabilities of the age. It can help 
him to understand and sympathize with Thrce-and-a-Half ’s 
somewhat stormy relations with other children. And it can help 
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give patience to provide the child with the extra affection, the 
extra understanding, which he so desperately needs at this age. 

One of the more positive aspects of behavior at this age is 
the child’s play with imaginary companions. A good many 
children at this age enjoy themselves immensely in their play 
with imaginary animals or people, which in many reaches its 
peak at this time. 

Others now become the animal — the cat with paws — or the 
fireman or cowboy or other hero of the moment. The teacher 
and parent can go along with this imaginative play, treating the 
child within the framework of his role. 


FOUR YEARS 

For every age it seems possible to discover a key word or 
words which describe the structure of behavior at that time. If 
we can find and remember these words, it often helps tremen- 
dously to understand and appreciate the child of that age. 

For Four, the key word is “out of bounds.” If we can 
remember this, and smile sympathetically when we say it, it can 
be of immeasurable aid in helping us to deal with any 4-year- 
olds who may come our way. For the 4-year-old, almost more 
than the child of any other age, is out of bounds in almost every 
direction. 

Thus he is out of bounds motor wise. He hits, he kicks, he 
throws fits of rage. “You make me so mad,” he will tell you. 

Verbally he is almost more out of bounds than in any other 
way. The language of a typical 4-year-old can be almost guaran- 
teed to shock anybody except perhaps a hardened nursery 
school teacher. Profanity (where did he ever hear such awful 
language?) is rampant. Bathroom and elimination words come 
into common use. He uses them not only incidentally or where 
they might be appropriate, but may dwell on them and rhyme 
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with them— accompanying his rhyming with much silly laugh- 
ter which shows that he fully appreciates their inappropriate- 
ness or appropriateness, according to his feelings. 

And in interpersonal relations with adults he is quite as out 
of bounds as anywhere else. He loves to defy adult commands. 
In fact, he seems to thrive on being just as defiant as he dares. 
Even severe punishment may have little chastening effect. A 
terrible toughness has seemed to come over him — he swaggers, 
swears, boasts, defies. 

With other children he tends to get on much better than he 
did six months earlier. He is less sensitive, less vulnerable, less 
demanding. He can now enjoy his friendships more positively, 
with less need to exclude others. However, even within his 
friendships there is much out-of-bounds behavior, much boast- 
ing — bigger (better, smarter, stronger) than you arc”; “I 
have bigger ones at home”; “My father can do it better.” Names 
are called and threats are uttered. However, not all of this need 
necessarily be taken seriously by the adult. Fours just naturally 
behave this way and probably recognize such behavior as nor- 
mal and relatively harmless in their contemporaries. 

Four’s imagination, too, seems at this time to have no “rea- 
sonable” limits. This new-found expansion through imagina- 
tion, so strong at three-and-a-half years, continues in his enjoy- 
ment of imaginary companions. Most parents accept this fairly 
well. Four’s tall tales, particularly when they strike the adult 
as just plain lies, are less well accepted. Yet to the average 
4-year-old the line between fact and fiction is a very thin, flexi- 
ble line. He may not actually be telling falsehoods. It’s just more 
interesting that way, and he may come to believe his own 
imaginings, which become very real to him. 

How firm a stand the parent or teacher takes toward all 
these out-of-bounds behaviors is up to him. Certainly there are 
limits. Even the very simple social situation of a nursery school 
group requires a ceruin toning down of 4-year.old exuberance. 
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Home life requires perhaps even more. 

A good deal of firmness is needed in dealing with the average 
4-year-oId. But he can be dealt with more effectively if parent 
or teacher keeps in mind that behaving in an out-of-bounds 
manner is not only an almost inevitable but a probably neces- 
sary part of development. The 31^ -year-old was, certainly, too 
insecure for practical purposes. Four seems to most overly 
secure and too brashly confident of his own abilities. He is so 
secure that now he not only can stand his ground but can thrust 
out against the environment. Nature seems to have this awk- 
ward way of going to opposite extremes as the child develops. 
Eventually the swings of the pendulum become less extreme 
and settle down to a narrower range as the individual’s basic 
personality is less swayed by age changes. 

The 4-year-old needs to be allowed to test himself out. He 
is surprisingly responsive if he has been allowed some initial 
expansion. The reins of control can be held loosely, but there 
are always those moments when they need to be pulled up, 
short and sharp. 


FOUR-AND-A-HALF 

The 4 -year-old is beginning to pull in from his out-of- 
bounds 4-year-oId ways. He is on his way to a more focal five, 
when life is more matter-of-fact and not so deep. 

He is trying to sort out what is real from what is make- 
believe, and he does not get so lost in his pretending as at 
three-and-a-half and four years, when he really was a cat or a 
carpenter or Roy Rogers. “Is it real?” is his constant question. 
Making a real drawing of an airplane, he includes a long elec- 
tric cord so the people can plug it in. However, he can still 
become quite confused as he tries to straighten out what he 
pretends, what happens on TV, and what is real. 
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This mixture of reality and imagination can be quite exas- 
perating to parents. Thus when one mother, completely out of 
patience, threatened that the Sandman would come and get him 
— we don’t recommend this — her 4 54 -year-old considered and 
replied, “O.K., well, 1 think I better take my cowboy boots and 
shirt. Will you get down my suitcase?" 

Four-and-a-half-year-olds are a little more self-motivating 
than they were earlier. They start a job and stay on the same 
track much better than at four years, and with less need of adult 
control. When they start to build a farm with blocks, it ends up 
as a farm, not, as at four years, becoming first a fort, then a 
truck, then a gas station. 

Four-and-a-half-year-olds are great discussers. Reading a 
book about fires might lead to a long discussion of the pros and 
cons of fires. They often have a surprising wealth of material 
and experience to draw upon, and seem to be prompted by an 
intellectual, philosophizing sort of interest. They arc interested 
in details and they like to be shown. Their desire for realism is 
sometimes entirely too stark for adults — they seem sometimes 
almost too frank as they demand the details about death, for 
example. 

Children of this age are improving their control and perfect- 
ing their skills in many ways. Their play is less wild than at four; 
they are better able to accept frustration. 

Their fine motor control as expressed in drawing is 
markedly improved, and they will often draw on and on. They 
show a beginning interest in letters and numbers, and may 
count quite well, though skipping certain numbers. 

Four-and-a-Half shows a beginning interest, too, in seeing 
several sides of the picture. He is aware of front and back, of 
inside and outside. (One child wanted to know what her back 
looked like.) They may even draw a man on one side of a paper, 
and then turn it over and draw the back of his head on the other 
side. 

Four-ajad-a-Half , wIlV. Us iwettased and its interesl 
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in improving and perfecting skills, is a “catching up” time with 
children, especially with boys who have been slow in motor or 
language development; or it may be an age of rapid intellectual 
growth for those who have already caught up. 


FIVE YEARS 

Most children have already “graduated” from nursery 
school before they get to be five years of age. However, since 
some Fours do turn five in the spring of their last year in 
nursery school, we shall describe 5-year-oldness briefly. 

Five years of age marks, in many children, a time of extreme 
and delightfully good equilibrium. “He’s an angel,” say many 
mothers of Fives, in awe and wonderment. “He’s almost too 
good'.” worry others. 

Five is indeed a good age. Gone is the out-of-bounds exuber- 
ance of the 4-year-old. Gone is the uncertainty and unpredicta- 
bility of four-and*a-half. The 5-year-old tends to be reliable, 
stable, well adjusted. Secure within himself, he is calm, friendly, 
and not too demanding in his relations with others. 

He seems secure and capable because he is content to stay 
on or near home base. He does not seem to feel the need to 
thrust out into the unknown, to attempt that which is too 
difficult for him. Rather he is content to live here and now. He 
tries only that which he can accomplish, and therefore he ac- 
complishes that which he tries. 

His mother is the center of his world, and he likes to be near 
her. He likes to do things with and for her; likes to obey her 
commands. He is usually well satisfied with his teacher, too. He 
likes to be instructed and to get permission. To be a good boy 
is not only his intention, but is something which he usually can 
accomplish. Therefore he is satisfied with himself, and others 
are satisfied with him. 

Many parents wish, when the customary 51^- to 6-year-old 
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breakup of behavior comes, and when their "good" little 5- 
year-old turns into an often less-than-good little Six, that they 
could have their docile 5-year-old back again. Looking back- 
ward in this way is, of course, fruitless. It is like wishing that 
the 18-monther. when he gets around the house too briskly and 
gets into too many things, were once again in the precreeping 
stage. Five is, in most children, an enjoyable age for everybody 
while it lasts. But a growing child needs more than 5-year-old 
equipment to meet the world. He needs to branch out, as he 
does at six. Unfortunately, in branching out, he often thrusts 
into areas which cause a good deal of difficulty for all con- 
cerned, That is the difficulty of six. But that is another story. 


THE GROWTH OF INTELLIGENCE 


Piaget’s theories are helpful in understanding the develop- 
mental process in the growth of intelligence.' Piaget’s work 
differs from Gesell’s in that Piaget is primarily a theoretician, 
though there is striking agreement between the two points of 
view. Piaget believes that intellectual development, which 
passes through a series of maturing stages, results from an 
interplay between internal and external forces. He distinguishes 
between two major stages of intellectual development: sen- 
sorimotor (birth to two years), and conceptual (two years to 
maturity). These stages arc further elaborated by him in terms 
of specific sequences. 

Piaget’s theory, as a whole, reveals the young child as quite 
different from the adult in hts intellectual functioning. He is 
different in his approach to reality, his views of the world, his 


I. The reader who wishes to esptore his work in more detail is referred lo an 
excellent introduction to Piaget by H. Ginsburg and S Opper, Piagtt't Theory of 
Irtiroduclton (Englewood Oiffs, NJ- Prentice-Hall, 



THE DEVELOPMENTAL POINT OF VIEW— AGE LEVELS 25 


use of language. Intelligence grows through the activity of the 
child, as he manipulates and explores objects, as he engages in 
verbal interactions with others. 

The educational implications of Piaget’s theory are mani- 
fold. For the preschool child they suggest that his environment 
must provide a wide range of multisensory experiences: feeling, 
tasting, hearing, seeing. Materials should be abundant and 
easily available, inviting children to touch, to try, to test. The 
way to learning moves from the concrete to the abstract, from 
manipulation to symbolization. Premature symbolization vio- 
lates developmental processes and therefore accomplishes no 
sound educational objectives. 

Piaget’s theories, like Gesell’s, embrace a developmental 
point of view, since he shows, on the basis of children’s re- 
sponses to his experiments, that intellectual development seems 
to follow an ordered sequence. At each stage of development a 
child is capable of certain forms of thought. As age progresses, 
he acquires certain ideas of reality. Teachers and parents need 
to be aware of a child’s current level of intellectual functioning, 
realizing that there are definite limitations in what the child can 
learn and that intellectual development is a progressive process 
involving assimilation and accommodation, with new ways of 
responding fitting into the old ones and expanding them as a 
child grows. 
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But it can offer real shortcuts to such knowledge and can 
sharpen such observations all along the way. 

The system of classification which we have found most effec- 
tive and the one used by us at the Gesell Institute is that set 
forth by Sheldon.' According to this system, behavior is a func- 
tion of structure, and the human individual behaves as he does 
largely because of the way he is structured. Remaining reasona- 
bly consistent throughout the life span, the actual physical 
structure of the body can be a clue as to what kind of behavior 
one can and cannot expect of each individual. 

Though there do not actually exist different distinct “types” 
of body build, we can identify three chief physical components. 
Each person actually represents a combination of these three 
different components, but in most people one or the other tends 
to predominate. Thus we often loosely speak as if there were 
three types of individual. These three components are — endo- 
morphy, mesomorphy, ectomorphy. 

The person in whom endomorphy predominates is referred 
to as an endomorph. These individuals have large stomachs and 
livers, that is, large digestive viscera. They float high in water 
and are usually fat. They are soft and spherical in shape. Their 
behavior is characterized by extreme relaxation and love of 
comfort. They are sociable, love food, love people, and are 
gluttons for affection. 

The mesomorph, in contrast, has big bones, a well-developed 
heart and circulatory system, and heavy muscles. He is hard, 
firm, upright, and relatively strong. Blood vessels are large and 
the skin is relatively thick, with large pores. In his behavior, 
muscular activity and vigorous bodily assertion predominate. 

i. William H. Sheldmi, Varitiesaf Physiqut and Varieties of Temperament (New 
York: Haftver, 1970. This chapter is an adaptation frtjtn Vaneties of Temperament For 
a simplified descnption of the behavior of individuals of the several somatoiypcs, 
see Frances L. Ilg and Louise B. Ames, Child Behavior (New York' Harper & Row, 
19S5). 
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Individuality 


DIFFERENT PHYSICAL TYPES 

“Perhaps we shall never know how to treat children until we 
have learned to tell them apart.” This cogent statement by 
William Sheldon applies very well to children at the preschool 
level, particularly in the nursery school setting. In the home, 
most parents do tell their children apart very effectively, in 
many cases without much formal intellectual differentiation of 
their personalities. They know, for instance, that it is “just no 
use” pushing Danny once he makes up his mind that he won’t 
do a thing. They know that Laura gets too excited when there 
is company. They know that Jimmy always has to be warned 
in advance, and goes to pieces if you spring surprises on him. 

Hours of daily contact, year in and year out, have built up 
their knowledge. A nursery school teacher, presumably equally 
interested in and alert to individual differences, will need to 
make many decisions about, and many moves in relation to, 
most children before she has time to come to know them fully. 
Some general theoretical understanding of personality differ- 
ences can be of great help in her initial contacts with a new 
group of children, as well as in subsequent work with them. A 
theoretical or systematic understanding of individual differ- 
ences should never be used either in school or at home to take 
the place of careful, intuitive observation of individual children. 
26 
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He loves exercise and activity, loves to dominate. 

The ectomorph, in extreme contrast, is the thin, fragile, 
linear person, fiat of chest and with long, slender, poorly mus- 
cled or “pipestem” arms and legs. His behavior shows restraint, 
inhibition, oversensitiveness, and a desire for concealment. He 
shrinks from even ordinary social occasions. 

Each of these three types of individual, because of his own 
special physical structure, has different drives, different re- 
sponses, different interests, from each of the others. Sheldon 
sums up these differences by saying that the endomorph exer- 
cises and attends in order to eat; the mesomorph eats and 
attends in order to exercise; and the ectomorph eats and exer- 
cises in order to attend. 

It is very important to keep in mind that no one individual 
is purely one thing or another. In most individuals, one compo- 
nent or the other predominates and largely determines behav- 
ior, but we are each a combination of these three elements. 


TECHNIQUES FOR DEALING WITH DIFFERENT 
KINDS OF CHILDREN BASED ON THEIR PHYSICAL 
TYPES 

From all that we have said it will be appreciated that chil- 
dren are by no means all alike. At school as at home, we can 
deal with them most effectively if we do not try to treat them 
alike. At the Gesell Nursery School we have discovered that an 
understanding of and a respect for temperamental differences 
based on the different kinds of physical structure lead us to have 
quite different expectations of, and to make quite different de- 
mands of, the endomorph, the mesomorph, and the ectomorph. 

The endomorphic child in nursery school often presents less 
of a problem than do children in whom either of the other two 
physical components predominate. Good-natured and cheerful. 
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the plump little endomorph often asks nothing better than to 
follow along cozily where a more dominant friend may lead. An 
experienced nursery school teacher will usually feel that there 
is nothing damaging to personality in the fact that a child like 
this is happier to follow the leader than to initiate behavior 
himself. The true endomorph is a bom follower. He not only 
enjoys following, but usually feels more comfortable that way. 
He would rather have peace and harmony than have things all 
his own way. It is not essential to help him get free of his more 
dominant friends, or to try to push him to strike out on his own. 

Most endomorphic children love humor and are very re- 
sponsive to a humorous approach, but they are not always too 
discerning in this respect. They may simply repeat a joke with 
which somebody else has gotten a laugh. Or they may laugh as 
heartily as anybody else when the joke is actually on them. 

The endomorph likes people and likes to have them like 
him. But, if not too perceptive, he may even enjoy attention 
which is not entirely friendly. An endomorphic child in our 
nursery once took great pleasure in a game in which several of 
her 4-year-old friends were planning to "blow her up with 
dynamite.” 

Whatever the role somebody else might plan for him, the 
endomorphic child is usually glad to fit in and play the way the 
others want him to. If, as also is often the case, he plays his part 
awkwardly and not too effectively, he fills in the gaps with 
pleasant giggling. 

Interested in food, and liking to do what is expected, the 
plump endomorph often is one of the easiest children to guide 
through midmoming milk and crackers and other domestic 
routines. The skinny ectomorph may be too diffident (or not 
hungry); the mesomorph too busy or too active to bother about 
the simple routines which the morning schedule usually de- 
mands. 

Warm and friendly, very responsive to personal approaches. 
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endomorphic children, though they may cry easily, also laugh 
easily, express all emotions easily. The teacher does not have to 
watch them closely for secret signs of distress, carefully con- 
cealed. Happy or sad, they let everyone know it. Under ordi- 
nary circumstances they arc more often happy than sad. But if 
they do give way to tears, they can easily and quickly be com- 
forted by close physical contact. A teacher can take them on her 
lap, as a mother would, and can express sympathy and friendli- 
ness. Or she can give them something to eat. Food, useful in 
solving problems with almost any kind of child, is especially 
effective with the endomorph. 

A good deal depends, with the endomorphic child, on what 
other physical components are included in his makeup. If a 
child is extremely endomorphic without mesomorphy, he may 
be poor athletically and may be clumsy. Also he may be lazy 
and fearful in climbing and in other athletic activities. If there 
is considerable mesomorphy combined with endomorphy, the 
child may be expected to have hearty, warm relationships with 
others. If the secondary component is ectomorphy, he may 
prefer to watch and to laugh. In the nursery school we do not 
as a rule seem to see as much extreme endomorphy as extreme 
mesomorphy or ectomorphy. This may be because it is not 
aJwa)’s easy to differentiate baby roundness from «idomorphy. 
At any rate, endomorphy docs not seem to affect behavior in 
the nursery school child as much as do the other two compo- 
nents, and less allowance seems to have to be made for it. 

The endomorphic child perhaps above all loves comfort, so 
if outKjf-door play is too uncomfortable because of dampness 
or cold, he will complain. Otherwise he will accept it, as he 
accepts most things, agreeably and without too much question. 
Endomorphy, in the nursery school as elsewhere, makes for 
comfortable, easygoing relations with other people, and in all 
phases of nursery school activity. 

The typically mesomorphic child expresses himself through 



INDIVIDUALITY 31 


almost constant vigorous, noisy, energetic gross motor activity. 
He is almost constantly in motion, covers a great deal of 
ground, and cannot seem to keep his hands off anything. Be* 
cause of his energy and roughness, the things he touches often 
break, the children or animals he touches are often hurt. It is 
difhcult for him to sit still, or to obey orders and do things in 
the way that someone else wishes. 

However, in the nursery school, as in any other play group 
situation, this need present no insurmountable problem prov- 
ided that there are not too many mesomorphs in any one group. 
And provided that the teacher understands the mesomorphic 
individual and makes allowance (and provision) for the way he 
will almost inevitably behave. It is the motor-driven meso- 
morphic child who poses a problem in nursery school as well 
as in the home. 

First of all, the teacher will recognize that it is very difficult 
for this kind of child to sit still for any long period of time. Thus 
she will provide him with many opportunities for active play 
and will make few demands on him to sit still for more than 
brief snatches of time. Whenever any long sitting still may be 
necessary, she will provide him with a good opportunity to blow 
off steam afterward. 

She should realize that children of this type are hard to 
handle, and that they make great demands on a teacher’s time, 
energy, patience. Such children need to be handled with consis- 
tent firmness. They question, more than do other children, what 
the rules are and who is in authority. They test the limits more 
than do other children. A teacher thus needs to be consistently 
firm, but at the same time she will need to make allowance for 
the exuberance and aggressiveness which this kind of child 
exhibits. She should not jump on him every single time he goes 
out of bounds. 

Two extreme motor-driven mesomorphs in the average- 
sized nursery school are ordinarily as many as the group can 
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absorb and the teacher can stand. We once had an extremely 
mesomorphic little boy in our nursery school, and when he 
moved out of town it was found possible to include three new 
children in his place. 

Teachers must accept the fact that many mesomorphs (espe- 
cially young ones) seem to be just naturally destructive as well 
as loud and vigorous. They cannot seem to keep their hands out 
of things. They are insatiable touchers, handlers, explorers. But 
their ever-active hands are often not particularly skillful. What 
they touch is, therefore, likely to be dropped, bent, broken. 
Since this natural destructiveness is seldom intentional badness, 
a teacher should try — when she cannot prevent it — not to pe- 
nalize it too severely. She may have to “not see” much that a 
child like this does. Otherwise she may find herself engaged in 
a constant series of head-on collisions, the very thing she wants 
to avoid. Rerouting, preplanning, substitutions, watchful super- 
vision all aimed to prevent the worst disasters can be more 
effective in dealing with a child like this than a heavy-handed 
and direct frontal attack. 

Where climbing and other athletic activities are concerned, 
a teacher may need to be even more watchful than with other 
kinds of children. However, she should recognize both that the 
mesomorph is unlikely to fall and that, even should he fall, he 
is not likely to hurt himself. Not only are these children very 
secure and sure of themselves motorwise, but they often seem 
almost impervious to physical pain. A bruise on hand or knee 
for them can often be healed by a kiss. It is not so much that 
they are a good deal braver than other children — rather that 
they seem much more sturdy and apparently less susceptible to 
pain. 

Along with trying to protect a child of this type, a teacher 
will need to protect his playmates, any animals which may turn 
up in his vicinity, or even herself. With animals the true meso- 
morph is loving but apt to be very, very rough. More or less 
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impervious to pain himself, he often has little idea that he is 
actually hurting an animal. Other children, too, may need to be 
protected from the advances of the mesomorph, who in anger, 
in play, or just out of sheer exuberant curiosity may really hurt 
another child. Even teacher herself may need a little protection, 
particularly when she is attempting discipline. Such a child is 
not above kicking or striking out at a disciplining adult. Often 
this type of response indicates that the child has overstayed his 
time. Difficulties are most apt to occur after 11 A.M. Therefore 
a wise teacher could arrange that this type of child be picked 
up by 11 A.M. or even earlier if he gives evidence that his 
tolerance threshold has been reached. 

It is wise to recognize that, in playing with other children, 
mesomorphs need to be leaders. This is a real need, and leader- 
ship is a role which they fill effectively. Thus a teacher should 
help them to be in situations where they can lead. 

Furthermore, the fact that to the mesomorph approval of 
contemporaries is important can be utilized. What the other 
children will think, or that he may be “bothering” the other 
children, can often be used in steering a mesomorph’s behavior 
from nonacceptable to acceptable. 

The discipline of any mesomorph requires constant 
firmness. However, since a teacher cannot jump on such a child 
every time he goes out of bounds, her disciplinary policy will 
need to include a judicious combination of firmness and reason- 
able allowance for his exuberance and aggressiveness. She 
should not be afraid to use humor — even rather rough and 
noisy humor — since this appeals tremendously to the meso- 
morphic child, and often can do more than anything else to 
smooth over difficult spots. 

Out-of-door play is usually much enjoyed by mesomorphic 
children and presents little problem. They love climbing, riding, 
jumping, and other athletic activities and seem quite impervi- 
ous to rain, cold, snow down their necks, or whatever the 



34 THE CHILD 


weather may offer. On ihe jungle gym or on other climbing 
apparatus, this type of child is an enthusiastic, active, and 
secure climber, nearly always knows what he is doing, has good 
control, and even if he tumbles a lot seldom minds any but 
major physical hurts. 

The shy, thin ectomorph makes an entirely different re- 
sponse to the nursery school situation. The teacher will proba- 
bly need more techniques, and will be more aware of the need 
for techniques, with him than with any of the other children. 
And the techniques needed will be quite different in many ways 
from those used with the others. With the mesomorph a teacher 
uses techniques to subdue the child and to keep him in hand; 
but with the ectomorph she will often use techniques to bring 
him out and to help him, as time goes on, to take a confident 
though special part in the daily activities. 

One of the most important considerations, in effectively 
dealing with an ectomorphic child in nursery school, is to real- 
ize that he must be given time to warm up. Not just hours or 
even days — ^but in some cases it will be weeks before he is ready 
to take part fully in group activities. Till then he must be 
allowed to go his own slow way. And even once he is wanned 
up it is important not to expect too much exuberance. Much of 
the ectomorph’s preferred activity consists in watching and 
talking. Within reason this must be permitted, but a teacher 
must guard against these being his only activities. Often such 
a child will prefer association with teachers, and thus must be 
helped to have good dealings and relations with other children. 

This slow warming up repeats itself over and over again. 
Thus, even after such a child has become adjusted to the nur- 
sery school as a whole, he may continue to express reserve and 
reluctance whenever a new activity presents itself. Ectomorphs 
are likely not to want to do a thing at all unless they can do it 
well, which adds to the slowness of their approach to any new 
situation. 
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Children of this type tend to be oversensitive, and therefore 
care has to be taken not to hurt their feelings. The smallest 
things — any slight failure or harsh word — may make them un- 
happy. They are likely to go to pieces if too much attention is 
focused on them. For instance, it may embarrass them to take 
their turn at a group song, though they may be very much hurt 
if a turn is not offered. Since they cannot, like others, ask for 
a turn, the teacher often seems to be walking a tightrope be- 
tween seeing that they receive enough attention, and protecting 
them from too much. Such children may need to be given 
permission for even very small, unimportant things. 

The ectomorphic child tends to be CAtremely vulnerable in 
almost every respect. He is particularly vulnerable about mis- 
understandings — even things that he misunderstands in stories 
that are being read. His total adjustment often breaks down 
because of some very minor thing which has gone wrong, and 
then the teacher may have to start at the beginning again. If 
such a child is in trouble, he may best be comforted through 
discussion and distraction on an intellectual level — he often 
refuses to be picked up or touched or comforted in ordinary 
physical ways. Actually such a child needs a lot of attention 
from the adult, but this attention often needs to be oblique. The 
ectomorph much more than the others seems to make his ad- 
justment to school through a teacher. 

These children have to be helped and encouraged to any 
physical activity. For the most part they do not care much for 
climbing, running, fast riding, violent jumping, or sliding from 
high places. And outdoor play is not fun for many. They tend 
to stand around with their hands in their pockets, feeling cold, 
or wet, or hot. A teacher should try to stimulate them to some 
activity but should be ready to bring them in ahead of the 
others. They could stay happily indoors all morning. 

Such children may enjoy best purely imaginative activities 
— ^having different personalities, playing different roles, or play- 
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ing with imaginary friends or animals. They greatly enjoy gen- 
tle humor — as the use of funny words or amusing ideas in a 
story. 

Even more than with other preschoolers, the belongings of 
the ectomorph and the things he has made seem to be a part 
of him. He loves to bring things with him from home — might 
carry around a little china animal or a liny flower throughout 
the entire school session. And he is very anxious to take home 
paintings or clay products which he has made. These things are 
important to him. He usually takes very good care of them, and 
if they are lost or destroyed he is very much distressed. 

Perhaps more than children of other temperaments, the 
ectomorphic child is often misjudged in nursery school by those 
teachers who do not understand and respect his personality 
makeup. He is also misjudged by those who do not realize that 
it not only takes him a long time to warm up, but that his 
participation may never be as socially warm and friendly as that 
of the endomorph, or as confidently active as that of the meso- 
morph. The ectomorphic child who merely stands and watches, 
for relatively long periods of time, may in his own way be 
getting as much out of the school experience as is the more 
actively participating child. 


OTHER WAYS OF LOOKING AT INDIVIDUALITY 

There are of course many other ways of thinking about 
individual differences than those proposed by Sheldon. Chess, 
Thomas, and Birch* have isolated eight temperamental attrib- 
utes observable in children from birth on through the years that 
follow. They identify them as follows: 

Activity Level From birth on, babies vary in their amount 

... ^ Alenander Thomas, and Herbert G Birch, Your Child Is o Person 

(New York Vikmg Press, 1965) 
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of activity. Some babies are almost constantly and vigorously 
in motion, even when asleep. Others are very placid and move 
very little. 

Regularity. Some children are bom with what seem like 
better biological clocks than others. Some wake up every four 
hours almost to the minute for their feedings, for example. 
These babies naturally do well on the self-demand schedule. 
They are usually easy to toilet -train. Others are more irregular 
and vary in their self-imposed schedules and in their demands 
from day to day. You never know what to expect of them. 

Adaptability to Change in Routine. Some babies accept a 
change in schedule easily. You name it. they like it. With oth- 
ers, even the slightest change in scheduling is bitterly resisted, 
and it can be a real fight to change bedtime, or feeding time, or 
a carriage-ride time, by even a few minutes. Clearly some babies 
are highly conservative by nature. They adopt the principle that 
nothing new should be tried for the first time. 

Level of Sensory Threshold. There are some children who 
could sleep if a brass band were playing in their room. Others 
will awake with a start if you merely whisper in the next room, 
“Shh! You’ll wake the baby,” 

Positive or Negative Mood. Some babies and children have 
a predominantly negative or complaining mood. As one mother 
reported, “Susie cries when she wakes up. She cries when she 
is put down. She cries if the door bangs.” Others are basically 
cheerful and good-natured no matter what happens. 

Intensity of Response. “When he is hungry, he lets you know 
it,” a perceptive mother of three children once commented to 
her pediatrician, above the sounds of loud, furious bellowing 
issuing from her 4-month-old infant. Others seem to have a very 
iow energy fevel, and ali fheir responses are mifd, even when 
they are angry. 

DistractabiUty. Some infants and some children are highly 
distractable. The sound of a typewriter or conversation in the 
next room or a branch scratching against a window may make 
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it impossible for some children to study. Others can work or 
may even seem to work better with radio and TV on in the same 
room. 

Persistency. This is the quality of stick-to-it-iveness. Give 
one child a clothespin or even an old leaf or a piece of stnng, 
and he will play with it for hours. A less persistent child may 
need constant distraction. One child will refuse to give up until 
he has solved a problem or finished a game or task. Another will 
leave a stream of half-finished tasks or activities behind him as 
he goes restlessly searching for something new. 

According to Chess, Thomas, and Birch, though a child’s 
way of functioning depends to a large extent on the organiza- 
tion of these characteristics, a critical factor which must be 
considered is the environment’s reaction to each of any child’s 
temperamental traits. Persons inside and outside the family are 
constantly reacting to the child; and some temperaments are 
easier to live with than others. The results of the interaction of 
child with environment cannot be underestimated. 

Some children need more structure; others, more freedom. 
Some have patterns of temperament more vulnerable to envi- 
ronmental influence than do others. In some instances serious 
behavioral disturbances come from intrafamilial and ex- 
trafamilial circumstances, peer group and school interactions. 
Temperament alone is not always the thing that produces be- 
havioral disturbances. On the other hand, the same environ- 
ment may have quite diverse effects on different individuals. 


different psychosexual experiences 

Erikson feels that any child’s cognitive, social, and sexual 
growth is subject to a series of developmental crises.* Every 

IS6)) ^ and Soutiy, rev ed (New York W. W Norton Sl Co , 
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child must successfully negotiate a number of crises which 
come in quick succession in the early years. A successful solu- 
tion brings progress and integration to the personality- Failure 
brings regression or retardation. The issues are described in his 
writings as “The Eight Stages of Man.” The infant is confronted 
with the issue of trusting or mistrusting his environment. If 
distrust predominates, the dilemma is an unresolved one that 
interferes with functioning in subsequent issues. The child may 
withdraw from his real environment into a world of fantasy or 
self-stimulation. 

Other issues confronting the child are those of autonomy, 
initiative, and industry. Unsuccessful solution of autonomy 
may bring undue aggression in play situations, an inability to 
complete tasks, compulsive rituals, or a defiance of authority. 
The negative counterpart of initiative, feelings of guilt, brings 
extreme dependence, restricted movement, limited expression 
of fantasy, and limited use of conceptual language. Such a child 
may stick to the familiar, refusing to explore even when encour- 
aged. The negative counterpart of industry is inferiority, involv- 
ing low self-esteem, isolation, and aggression. 


DIFFERENCES IN PERCEPTION 

Benefits, handicaps, or any differences, however benign, in 
young children’s environments obviously will alter their per- 
ceptions of the world. 

As we are able to observe, to know, to understand, to em- 
pathize, we increase our ability to identify with a child as 
though we were in his situation, and to see the world in some 
respects as he sees it. Somehow the teacher must try to “get 
inside” the young child in terms of his experience, try to real- 
ize how the complicated pieces oF his kaleidoscopic experi- 
ences have been joined in some son of meaningful pattern for 
him. We realize this most sharply when we consider how diff- 
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erently life may be perceived by children of different socioeco- 
nomic backgrounds. 

Is the policeman, for example, a symbol to be trusted or 
feared from the point of view of all children? Middle-class 
teachers often must make a special effort in understanding 
the frame of reference — so linked in many ways to what we 
see as “individuality” — in children from different back- 
grounds. A preschool teacher who is thus sensitive can com- 
municate better the child’s own perceptions, and she can 
also make efforts to modify a child’s perceptual schemata or 
to enrich her own. 

In fact, as we become increasingly aware of the essentially 
pluralistic nature of our society, we appreciate that middle-class 
white children need to respect other life styles. We also feel that 
minority group members need to share their school experience 
with other children like themselves in skin color and life style 
with whom they can easily identify, and thus enhance their 
self-awareness and self-esteem. 

Consequently when it is practical we favor heterogeneous 
racial groupings in school, both for teachers and for children. 
We would also encourage schools to provide an abundance of 
good books and curriculum materials about children other than 
white. The history, art, music, and tradition of minority groups 
should be made part of the school curriculum. 


SEX DIFFERENCES 

Do boys and girls see the world differently, act in different 
ways, because they are biologically different? Or because society 
conventionally treats them in different ways? Most people 
would agree that differences in behavior do exist, and seem to 
believe that they arise from complex interactions between ge- 
netic and environmental variables. Maleness and femaleness arc 
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institutionalized as statuses in all cultures and as such have 
assumed psychological identities. 

If it is true that the tendency to passivity or activity is 
inherent in different degrees in the male-female biology and 
anatomy, it is not surprising that over a broad spectrum of 
society and a long passage of time, training for girls has em- 
phasized responsibility and nurture and for boys has stressed 
self-reliance and achievement. Such differences have presum- 
ably not been mere arbitrary customs, but adjustments to 
the social implications of the biological differences between 
the sexes. 

At present, however, there is a prominent movement to 
bring about changes in attitudes toward sex differences, to avoid 
attitudes that lead to sex stereotyping. Stereotyped attitudes 
tend to label the male as active and intelligent, the girl as 
passive and less intelligent. Men are regarded as able to carry 
out a variety of occupational roles, whereas women are seen by 
some primarily in such nurturant roles as nurse, housewife, 
secretary, or teacher in the elementary school. There is a strong 
belief that more productive options in living will be available to 
both sexes if these stereotypes can be broken down. 

The present concern with stereotyping is relatively new and 
reflects increased sensitivity not only to sex but also to racial 
stereotyping. It is only within the past decade that we have had 
widespread awareness of the rights of minority groups, that we 
have included black studies and people in our educational pro- 
grams. Intelligent education interprets and reflects the essen- 
tially pluralistic nature of our society. Funded day care pro- 
grams freeing women from traditional home and child care are 
growing, and men increasingly participate in home manage- 
ment, child rearing, and child care. 

While major changes have been taking place to break down 
sex-stereotyped views and practices, it is still too early to deter- 
mine their eventual effectiveness. We do not yet know whether 
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different practices in socialization will produce different behav- 
ior in children who are biologically different. 

Present research on sex differences is vast and tends to 
document that differences do indeed exist.* While we cannot 
here report the range of information available, we present some 
findings about young children, not necessarily to suggest that 
these differences should exist, but that they do exist, and that 
those who are working for change should acquaint themselves 
with these and other differences. 

Our own studies,’ among others, have demonstrated con- 
spicuous differences in the early responses of boys and of girls. 
Girls appear, in general, to have a more personal, boys a more 
objective, orientation. The thinking of girls appears to be some- 
what circuitous, involved in personal emotional considerations 
which differentiate it from the more objective, logical thinking 
of the male. 

Interviews with parents of nursery school children indicate 
that these parents have very clear and consistent notions of the 
behavior differences observable in their sons and daughters. It 
seems probable that these beliefs of the parent contribute to the 
differences observed. Thus it seems possible that social expect- 
ancy may to some extent become self-image. Parents do seem 
to carry on differential reinforcement in the ongoing stream of 
behavior by a consistent pattern of rewards and punishments of 
which they are not necessarily aware. The pattern in many 
instances is merely a matter of interest or attention on the part 
of parents; children may thus be influenced to become what 
they are expected to be, and the expectations may hardly be 
perceived by cither child or adult. 

A second process, itself perhaps partly generated through 

* E E M»coby,ed, rAeDevetepf»iM/e/S«D(jJVr*ncfi(Stanfor(l,Cat'Stanrord 

Umvenity |96j) 

S Evelyn Wiltshire Goodenough, “Interest in Persons as an Aspect of Sea Differ- 
ences in the Early Years," Otnttic Psychology Monographs 5J (1957) 287-323. 
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differential reinforcement, is imitation. The little girl, one might 
assume, will imitate her mother, and this assumption becomes 
a formative suggestion. She imitates the mother in the role that 
she early sees as part of the daily life at home. Suggestive 
assumption directs the boy just as clearly to the life pattern of 
the father. 

However, it seems unlikely that the parental expectation of 
difference is the sole cause of such differences as may be ob- 
served. Many clear-cut differences do occur which it would 
seem rather far-fetched to attribute solely to the child’s re- 
sponses to social expectation. In spontaneous drawing situa- 
tions, for instance, the female child, significantly more than the 
male, includes people in her drawings. She also more often 
includes both male and female persons in her drawings than 
does the boy, who when he draws a person at all, most often 
draws merely a male. Or, in a projective technique situation, as 
in the Lowenfeld Mosaic Test, verbalization which accompa- 
nies the test performance is quite different in preschool girls 
than in boys — the verbalization of girls including many digres- 
sive, irrelevant comments about themselves and other people, 
made in a manner quite different from the verbalization of the 
male. 

Conspicuous sex differences in response have also been 
noted in the “spontaneous story" test, in which the preschooler 
is asked merely to “Tell a story.”* When we analyze the themes 
of these spontaneously told stories, we find that girls tend to 
present people more vividly and realistically than do boys and 
to identify themselves with the personalities and experiences of 
others. Boys, on the other hand, speak with significantly greater 
frequency of things. They seem especially fascinated by vehicles 
of transportation and machines. They are also more interested 

6. Evelyn Coodenough Pilcher and Ernst Pre!in|«r, Children Tell Stonev An 
Attalfia of Fantaiy (New York- International Universities Press, 1963) 
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in elements of nature, such as sun, ice, rain, snow, hurricanes. 
The girls’ interest in objects is more likely to be in personal or 
household equipment, or in productive nature — leaf, tree, 
flower. They mention relatively few objects in motion. 

Among the people most prominent in the girls’ stories are 
parent figures, and the girl is much more likely than the boy 
to express emotions about the parental figure, particularly 
about the mother. Girls seem to know, in considerable detail, 
what it is to be a mother. Boys more often discover mas- 
culinity and identify themselves with it in a general way — in 
the policeman, the fireman, the Indian. These are the mascu- 
line roles which the boy can comprehend and play at imitat- 
ing as he cannot do with his father’s role as factory worker, 
executive, lawyer, or scholar. 

It also seems that the girl’s early identification with her 
mother may influence her ideas about morality, for she is over 
and again more personally and emotionally involved in her 
judgment of what is good and bad than is the boy. The badness 
the girl reports is usually minor and spiteful, and the girl is 
skilled in planning punishment at once devastating, personally 
rejecting, and humiliating. 

Boys, on the other hand, move into a concern for the larger 
social aspects of goodness and badness. For boys, the arena of 
evil is more often out of the house. It is the boy who matches 
forces of good and evil in organized warfare, who sees a respon- 
sibility for saving people or fighting from a sense of duty. 

Although almost as many girls as boys speak of aggression, 
this expression of aggression tends to be much more violent in 
boys than in girls. In discussing food, or clothes, girls are much 
more interested in details than are boys. Furthermore, a con- 
cern with friendship and pleasure from interpersonal relation- 
ships is much more frequent in girls than in boys. 

In spontaneous behavior customarily observed in the nur- 
sery school, rather clear-cut sex differences, at least some of 
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which in our opinion may be laid to inherent factors, are ob- 
servable at every age level- Among the more conspicuous are 
the following. 

18 Months’ 

Boys are definitely interested in wheels and in cars. They like to 
watch car wheels, and to line up cars. They are interested in 
doorknobs, and in looking at and turning on lights. Girls are more 
interested in dolls and in simple doll play. There is more social 
response and mare group feeling in girls than in boys. The girls 
rock together and even sometimes talk together. The boys are 
more likely to sit or stand around by themselves. 

Girls know people ’s names; boys don’t. Girls are already somewhat 
interested in the clothes that people wear. 

2 to 2% Years 

Most of the differences noted at eighteen months still hold true. 
Also, the girls are quieter than the boys. Boys tend to be more 
dynamic and colorful. The girls as a rule have an easier time. More 
of the boys have adjustment difficulties. 

2% to 3 Years 

The boys are noisier and more focal; the girls more peripheral. Boys 
need to have their activities shifted more quickly. Girls can play 
longer in one situation without their play deteriorating. Boys fa- 
tigue more rapidly. 

Also, boys tend to have much more of what we consider typical 
2f^^year-old~difiiculiies than do girls. Girls arc less rigid and 
stubborn, seem to give in more. The teacher finds herself planning 

7. Most nursery schools do not start with children as young as eighteen months 
of age, hot while we were at Vale University our youngest group was planned for 
children of that age. This group was small and met only once a week for a period of 
erne and a half hours 
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more around the boys than the girls, because the girls seem to be 
more flexible. 

3 to 3V4 Years 

Gitts and boys may be more alike in their play at this age. which 
is in general a period of reasonably good equilibrium, than at some 
of the other ages. There is more crossover of interests than at 
earlier or later ages. Boys’ interests are not as clearly defined as 
later, and they arc not as yet as interested in being boys and men 
as later. Thus many boys enjoy housekeeping play; many girls 
build with blocks. 

3% to 4 Years 

There is a great deal of difference between the activities of the two 
sexes here. This is an age when girls prefer to play with other girls; 
boys play with boys. Friendships are especially strong between any 
two members of the same sex and there is much talk of “You’re 
my friend.’’ "You’re not my friend.’’ In any heterosexual friend- 
ships which develop, girls tend to be the aggressors. 

Boys at this age Jfke to engage in extremely masculine, construc- 
tive play, and as the year proceeds they become more and more 
affiliated with men and with grown-up pursuits such as being 
firemen, sailors, and the like. Girls continue to be most interested 
in their girl friendships Girls are now more fatigable; boys hold 
up better. 

4 Years 

Boys definitely express more clearly the out-of-bounds tendencies 
characteristic of this age. They run away, climb fences, call names, 
boast, and swagger. Girls are less out of bounds, more amenable, 
more aware of censure, more respectful of rules. 

Boys are more focal, their play is centered more on one activity, 
they go on longer. They repeat one pattern over and over, clabo- 
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rating gradually. Girls are more peripheral and go more from one 
thing to another. They are also more fatigable. Boys tend to be 
more active in play, to become more angry, enter into more con- 
flicts, do more hitting. 

Boys’ play tends to be more dramatic. They prefer play with 
blocks and vehicles. Girls arc more all over the place — they play 
with blocks if they can get them, with clay, with doll comer 
equipment. They play house; they dance. 

A teacher is definitely aware of “the boys” and “the girls” at this 
age, more so than earlier. They play more apart. The boys are 
better at spontaneous activity, the girls better at planned activity 
directed by someone else. The girls enter into music and rhythms 
better than boys do, being less self-conscious than are the boys. 

There is a general and probably well-founded belief among 
parents that “boys are harder to raise than are girls.” Certainly 
the referrals to a clinical service bear this out. Referrals to our 
own institute are in the ratio of considerably more than five 
boys to every one girl, and Levy* in an early study reported .that 
boys, especially first boys, are more often referred for clinical 
help than are girls. Also if one reviews the publications on the 
diagnosis and treatment of young delinquents, it is impressive 
to note how small a number of girls appear in the samples. Thus 
in one study of fifty-seven children who were clinical referrals 
because of antisocial behavior, fifty-five of these children were 
boys.* 

Teachers, also, report*® that more than twice as many be- 
havior problems occur among boys in the elementary school 
situation than among girls. The reasons for this may be multi- 

8 JtAn Levy, “A QvaMimive Sfu(Jy of Behavior Problems,** American Joumaf 
efP^hiatry ID 0930-1933). 637-654. 

9. Evelyn Reaford, “Antisocial Young Children and Their Families,” rvpnnted 
from Dynamic Piychopatholo^ in CkiUJrtn (New York- Orune A Stratton, 1959). 

10. Norma OjlU and Nicholas Moseley, Teaching the Disorderly Pupil in Elemen- 
tary and Secondary School (New York: Longman, 1957) 
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pk. Certainly one reason for the greater incidence of school 
behavior problems in boys than in girls may be that, with boys 
on the average developing more slowly than do girls, relatively 
more of them may be ovcrplaccd in school in the early grades. 
However, it also seems reasonable to suppose that at least to 
some extent innate personality differences cause this greater 
occurrence of disturbed and disturbing behavior both at home 
and at school. 

At the preschool level we find that many of the common 
tensional outlets seem to occur more frequently in boys. Cer- 
tainly thumb sucking seems to run a different course in the two 
sexes. With boys it may be more intense. Masturbating quite 
certainly occurs more in boys than in girls. The use of rough, 
violent language — a common 4-ycar-old tensional outlet — is 
more prevalent in boys. 

Complicated and difficult going-to-sleep patterns (head 
banging, rocking, elaborate rituals which must be carried out) 
seem to occur most in boys, but there is some evidence that 
sleeping difficulties which occur during the night are observed 
most in girls. 

One major area in which clearly defined sex differences are 
observable, and an area in which for the most part it is hard to 
believe that cultural factors play the major role, is that of 
differeniial rotes of dewlopment. In general it appears that in 
the early years of Ufc> girls tend in many functions to develop 
more rapidly than do boys. 

Thus girls in general appear to be more advanced in lan- 
guage than boys. Seemingly the majority of slow-spccch chil- 
dren who cause their parents real concern by their slow devel- 
opment of language are boys. Even though girls may sometimes 
be delayed, when speech does come in, it comes in rather sud- 
denly and fully. Boys tend to need more speech correction than 
do girls, and we find more stutterers among boys than among 
girls. However, boys seem to be more generally advan^ in 
gross motor behaviors. 



INDIVIDUALITY 49 


There is some evidence that boys may be more precocious 
in feeding themselves, but girls are definitely more precocious 
in toilet training than are boys, both for bowel and for bladder 
control. 

Girls dress themselves earlier and much more efficiently 
than do boys, owing to a better fine motor coordination" and 
especially to a more flexible rotation at the wrist. Some girls at 
two and three dress themselves so skillfully that they may dress 
and undress just for fun, while at the other extreme are boys of 
five and six years who still have difficulty in buttoning buttons 
and in dressing in general. The poor wrist rotation of young 
boys may also be observed in hand washing, and also in their 
inability to turn a doorknob far enough to open a door. 

Girls from four to six count higher and make fewer errors 
in counting than do boys. 

Also, current research, supported by the observation of 
many parents and teachers, suggests that, so far as early school- 
ing goes, on the average girls are ready to meet the demands of 
first grade a good six months earlier than are boys. 

Proponents of the theory that cultural expectation and im- 
press alone are responsible for observable preschool sex differ- 
ences point out that preschool girls and boys often play with 
exactly the same toys, until the culture steps in and emphasizes 
the desirability of some types of toys for girls, of others for boys. 
Our own observations suggest that at the earliest ages quite 
marked sex differences in play activity do occur. Around three 
to three-and-a-half it is true that boys as well as girls play with 
dolls and with housekeeping toys; girls sometimes play with the 
more masculine toys. However, it should be noted that even 
here, when boys do spend considerable time in play with 
housekeeping toys, their method of approach, their manner of 
manipulation, and the total type of interest and energy which 

II Arnold Gesetl « al 77i< First Five Years of Life (New York- Harper & Row, 
1940). 
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they expend on these toys tends to be quite different from that , 
of the girls. 

In genera! it seems that much carefully controlled research 
still needs to be done on this whole problem of sex differences 
in the early years. The nursery school is an ideal place in which 
to carry out such research. 


INDIVIDUALITY OF THE GROUP AS A WHOLE: HOW 
IT CHANGES WITHIN THE DAY. FROM DAY TO DAY, 
FROM WEEK TO WEEK 

We have been discussing the differing personalities of indi- 
vidual children. In our interest in individual children we should 
not, however, lose sight of the fact that any given nursery 
school group may be considered to have its own individuality 
as well. This is of course made up of the individual personalities 
of the separate children, but it is much more than just the sum 
of these personalities. It is, rather, all of them in action and 
interaction. 

Complex and variable as all of this may be, it is to quite an 
extent predictable, and there is much that an observant, skillful 
teacher can do not only to recognize the more stable character- 
istics of her group as a group, but, through the use of effective 
techniques, to deal with the daily, weekly, or even seasonal 
changes which will take place. 

This is all an extremely individual matter, and something 
which experienced teachers do almost instinctively. However, 
we can make a few suggestions which will have general applica- 
bility. 

Makeup of the group, and role of the individual The quality 
of any given group probably depends a good deal more on the 
personalities of the individual members than on their number. 
Thus a group of sixteen active— though not hyperactive— inde- 
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more suited to success with a 3-year-old, some with a 4-year- 
old, group. With 2-year-olds, popularity is not as a rule a par- 
ticularly noticeable matter. With Threes, the friendly, aggres- 
sive, silly, noisy, socially visible child tends to be the most 
successful. With Fours, to be popular a child needs to be ener- 
getic, creative, good at give-and-take, but also imaginative and 
considerate. 

Croup changes within the day and week. There are many 
changes in the responses of any group which predictably take 
place day after day. The teacher comes to look for and to 
recognize such changes, and to quite a large extent the day’s 
routine is planned both to take advantage of such changes and 
to avoid any hazards which they may present. 

The 2-year-old group, for example, warms up as the morn- 
ing progresses. This takes place day after day. However, this is 
not a steadily continuing improvement, for as the morning goes 
on there comes a time when the children start going to pieces. 
They fall down, droop, and are likely to cry if their parents do 
not come for them right on time. A 2-year-old group tends to 
be at its very best from 10 to 1 1 A.M., when children have had 
time to warm up but have not yet started going to pieces. 

Ideally the 2-year-old morning at school will not last more 
than two and a half hours. If parents do not call for the child 
on time, and the session lasts longer than this. Twos are likely 
to wilt. Not only their behavior goes to pieces, but even their 
physical appearance — their noses run, their clothes suddenly 
look dirty. It is important if possible for their morning to be 
terminated before all this happens. 

With 3- and 4-year-olds, conspicuous and patterned 
changes occur more during the week than during any single 
session. With both of these groups, Monday as the first day of 
the week tends to be a day of more individual behavior. By the 
end of the week, children of both ages are more animated and 
more integrated as a group. This Is not an improvement with 
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the Threes, since they actually do better before they become too 
high-spirited and too integrated. For instance, with Threes who 
are attending school Mondays, Wednesdays, and Fridays a 
teacher would not introduce a new song on a Friday; and music 
and story time usually go less smoothly on Wednesdays and 
Fridays than on Mondays. 

With Fours, however, this weekly change tends to be for the 
better, children of this age actually improving in their behavior 
as they act more cohesively as a group. Fours tend to be at their 
best by the end of the week. We have found that the alternate- 
day attendance plan which we follow at the Gesell Institute 
helps considerably to keep this weekly build-up from becoming 
too excessive in any direction. With children attending school 
only on alternate days, there seems to occur considerably less 
buiJd-up either of boredom or of its opposite, out-of-bounds 
behavior. 

Seasonal changes. Conspicuous changes take place in all age 
groups as the season progresses from fall to spring. Two-year- 
old groups usually have their greatest difficulty in the fall, at the 
beginning of the school year. Adjusting Twos, both individually 
and as a group, may be both wearing and wearying to a teacher. 
However, as a rule a 2-year-old group gets progressively better, 
and usually can be counted on to be both restful and delightful 
by spring. Improved adjustment and increasing group spirit 
make things go more smoothly, and children of this age do not 
reach the point of too great boisterousness. Individual Twos 
may have trouble at any point throughout the year, but total 
group spirit is usually good once the initial adjustments have 
been made. 

Threes start in in the fall more easily than do the Twos. 
There arc usually at least a few difficult adjustment problems 
in a group of 3-ycar-olds, though the group as a whole usually 
starts off well. As a rule there is a building up of good behavior 
till Christmas. There may be a slight lag after that, during 
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which time the teacher needs to introduce new things. 

By spring the group is likely to become quite high-powered 
and high-strung; children are crying, aggressive, hard to please. 
This of course may be related to the fact that many of them are 
around three-and-a-half years of age by then. Fortunately the 
group is more often out of doors by spring, with added space 
available. 

Four-year-olds, too, usually start the fall quite easily as a 
group. A few may be slow to adjust — the teacher may have to 
work with them for a while. But most are anxious to go to 
school and are excited to be there. Usually the program goes 
quite smoothly for the first few weeks, so that problems may not 
be spotted right away. Then, as the year progresses, bad spells 
may occur for a few days or weeks. The chief difficulty may be 
boredom. On some days the teacher may feel that she has 
nothing to offer. On other days the same group will seem ex- 
cited or pleased even though nothing has been changed and no 
new toys added. 

There are days, as the year progresses, when Fours test the 
limits and balk against formerly accepted routines. This is a 
whole-group phenomenon. In the fall, most respond well to the 
teachers. They like school. They want to do what the teacher 
wants. This wears off as the year proceeds. 

In the springtime there occurs a real testing of limits. Chil- 
dren run out of the yard, urinate outdoors, and indulge in other 
forbidden behaviors. They seem to be trying out the teacher and 
testing the firmness of the rules. A teacher may really have a 
hard time in the spring. She may find it necessary to introduce 
many new things — movies, trips, walks. The children seem to 
want more, and are often ready for more, than the teacher can 
give. Sometimes changing the room around helps — at least 
helps give the teacher a feeling that she is doing something 
about the situation. It may help her to start in with a fresh 
attitude. (In general, the group follows the cues of the older 



INDIVIDUALITY 55 


children, the leaders, and it is sometimes possible to improve 
things by bringing them into line.) 

Sometimes in the spring it may be necessary to give up 
music time for a while, if it gets too boisterous. Or the teacher 
may introduce new things and new situations or give short 
vacations to certain children. Often there are new and exciting 
possibilities in home neighborhoods, and some children really 
benefit by a little intermission from school. 

These spring changes for the worse may or may not be 
inevitable, but they occur commonly enough to be considered 
a normal part of the seasonal change and not just a sign that 
something has gone wrong and must be righted by mere disci- 
plinary measures. Certainly, “bad” and excessively out-of- 
bounds behavior will call for some discipline, but a teacher 
should not just discipline and let it go at that. Rather, we feel 
she should consider this kind of behavior as a sign that the 
group is ready for something new. It can be a challenge to a 
teacher to see if she can satisfy the children’s needs with new 
projects, new activities. 

Day-to-day changes. The last kind of variability in group 
behavior which we shall consider here is the somewhat unpre- 
dictable variation which takes place from day to day. In addi- 
tion to the more or less patterned changes with time which we 
have described, there are many ways in which any group, some- 
what like any individual, may vary from day to day. Groups, 
like people, have good days and bad days. On good days things 
in general seem to go well, and the group is quick to respond 
to any good creative stimulus which may be offered. On bad 
days, the same stimuli, from children or teacher, may be there 
but may not be responded to. 

On bad days, bad behavior seems to spread through the 
group. Nobody wants to be touched, and everybody wants to 
touch. Nobody has enough room. Or in a group of shoutcrs, 
everybody wants to shout. These bad days may end up with 
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everybody crying, getting their hands stepped on, falling down. 
Of course all of this builds up tension in the teachers, and then 
they too get keyed up. Then their techniques deteriorate. 

Often it isn't just the first child who starts things who makes 
the trouble. The second one who follows the first may actually 
be the one who sets the group off. Thus a second child laughing 
at the behavior of a first may be what sets things going. Most 
teachers know which children to watch and which to squelch. 
Any group seems to be much more responsive to certain mem- 
bers than to others. 

Weather seems to have a marked effect on the group. Rainy 
days can be bad, especially when there are several in succession. 
Humid days, however, may be worse. A good cool down-pour 
does not usually have as bad an effect on group behavior as does 
high humidity. 

There are days when it works best to handle a group with 
verbal techniques. There are other days when words do little 
good. Children seem not to listen and not to hear. On such days 
the teacher may best make contact with children by taking their 
hands. At other times they may need to be lifted and carried. 
In an extreme situation, if they all start screaming, a teacher can 
sometimes go to extremes herself and ask, "Is that as loud as 
you can screamT’ This startles them and often they will stop. 
This works better with younger than with older children. It 
may be more effective with Fours to bring the group together 
by some dramatic command, given to the entire group, as for 
instance, ‘T wonder if everyone can stand on his tiptoes.” 

Now all of this matter of recognizing the individuality of 
any given group, and of being aware of the changes within that 
group which time brings, is very similar to the matter of recog- 
nizing individuality differences in single children. It is not 
something of which a teacher is constantly aware. It is more 
in the nature of something which she senses, and responds to 
j almost automatically and instinctively. But a conscious aware- 
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ness of any such differences, even though not constant, can be 
of great help in planning new moves, or in planning corrective 
moves when things do not seem to be going smoothly. An 
overintellectual approach to the task of nursery school teaching 
is not desirable; but some intellectual understanding of what is 
going on in the matter of group changes can be of aid to even 
the most naturally gifted teacher. 



Individuality Reveaied by Observing 
Children 


Most parents and teachers can tell a great deal about any child 
simply by observing him, living with him, teaching him. How- 
ever, any such naturalistic observation is subject to many er- 
rors. Thus the child who is a great talker, especially if he is one 
who likes to talk to adults, is often Judged to be considerably 
“smarter” than he actually is. If such a child, in spite of having 
unusually good language ability, has little creative imagination 
and very poor fine motor control so that he is not good with his 
hands, he is likely in school or in free play situations to become 
restless. In such cases parents often feel that he is “too smart” 
for his class — he needs something “more interesting” to stimu- 
late him. Actually it may not be at all that he is too smart. It 
may simply be that he is not capable of keeping himself oc- 
cupied and amused. 

Or conversely, the child whose speech comprehension is 
excellent but who has little spontaneous language in a new 
situation, or in any situation outside of home, may be misjudged 
as not being very bright, particularly if he is a child who, in 
addition to having poor spontaneous language, is shy and not 
good at making friends with other children. 

A good teacher should know how to observe, what to ob- 
serve, and how to interpret what she sees. Then she should put 



INDIVIDUALITY REVEALED BY OBSERVING CHILDREN 59 


her observations to productive use. 

Teachers in the preschool usually have, and should have, a 
wide acquaintance with many young children. They should 
know the behavior of children younger and older than those in 
any particular classroom, thus to better assess, in a global way, 
the relative maturity or immaturity of any child. Teachers also 
need to formulate or adopt conceptual frameworks for observa- 
tion. These reveal behaviors that are characteristic of preschool 
children at six-month intervals in four different aspects of 
growth — motor, adaptive, language, and personal-social devel- 
opment. 

Utilizing the basic framework of the Gesell Developmen- 
tal Schedules, a teacher can select tasks from the various 
categories which afford guidelines in development in four 
areas of growth. She should select tasks which do not re- 
quire complex or standardized examining materials, but 
rather those which might easily be incorporated in her usual 
classroom activities. Insofar as she is intimately acquainted 
with the behavior of young children, she can add items to 
the list that enable her to put her own observations into 
age-appropriate expectancies. 

An example of such a check list follows.* 

TABLE 1: CHECK LIST FOR THE GROWTH OF TWO-YEAR-OLDS 
Fall Spring Final 

MOTOn BEHAVIOR 

•Runs without falling 

•Walks up and down stairs alone 

•Kicks a large ball 

•Can turn pages of a book singly 

1, This list was developed by teachers at the Eliot Pearson Children's SchooL Tulls 
Umvecsity. 

•Regular Gesell test items. 
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Fall Spring Final 


adaptive BEHAVIOfl 

•Imitates a vertical stroke 
♦Imitates a circular stroke 
♦Can repeat 3-4 syllables correctly 
♦Can build a tower of 6-7 small blocks 
•Can align 2 or more small blocks to 
make a tram 

LANGUAGE BEHAVIOR 

♦Has discarded jargon 
•Can speak m 3-word sentence 
♦Can name objects 

♦Can follow 4 directions with ball' take 
to mother, put on chair, bring to me, 
and put on table 

PERSONAL SOCIAL BEHAVIOR 

In eating, inhibits turning of spoon 
Dry at night if taken up 
Verbalizes toilet needs fairly consistently 
Can pull on simple garment 
Verbalizes immediate experiences 
Refers to self by name 
Understands and asks for “another” 

Plays with domestic mimicry (doll, 
teddy bear, etc ) 

In play with others, parallel play 
predominates 

TABLE 2; CHECK LIST FOR THE GROWTH OF 3-YEAR-OLDS 


MOTOR BEHAVIOR 

•Walks alone up stairs alternating feet 
and downstairs two feet to step 


•S<irirfn-GeseN resT Kems. 
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♦May jump from bottom step Fall Spring Final 

Climbs nursery apparatus with agility 
Rides tricycle and can turn wide comers 
•Can walk on tiptoe 
•Stands on one foot — momentary bal- 
ance 

fine motor adaptive behavior 

•Copies circle 
•Imitates cross 

Matches two or three primary colors 
Paints with large brush on easel 
Cuts with scissors 

LANGUAGE BEHAVIOR 

Large intcUigtbh vocabulary but speech 
still shows many infantile phonetic 
substitutions 
Gives full name and sex 
Uses plurals and pronouns 
Carries on simple conversations and ver- 
balizes past experiences 
Asks many questions beginning 
“What?" “Where?” “Who?” 

Listens eagerly to stories and demands 
favorites over and over again 

PERSONAL-SOCIAL BEHAVIOR 

Pours well from pitcher 
Puts on shoes 
Undresses 

Unbuttons front and side buttons 
Understands sharing. Willing to share 
Associative play replacing parallel play 


^Regulsr Gesell test items. 



62 THE CHILD 


TABLE 3: CHECK UST FOR THE GROWTH OF 4.VEAR-OLDS 
Fall Spring Final 

MOTOR BEHAVIOR 

Walks alone up and down stairs, one 
foot to a step 
•“One-footed” skip 
Climbs ladders and trees 
Expert nder of tncycle 
Can run on tiptoe 
Hops on one foot 

FINE MOTOR ADAPTIVE BEHAVIOR 

♦Copies cross 

Matches four primary colors cor- 
rectly 

•Draws a man with head and lep, some- 
times trunk or features 
Counts 3 objects correctly and answers 
how many 

LANGUAGE BEHAVIOR 

Speech shows only a few infantile substi- 
tutions, usually p/t/th/f/s and 
r/l/w/y groups 

Gives connected account of recent 
events and experiences 
Gives age 

Eternally asking questions “Why?” 

“When?” "How?" and meaning of 
words 

Listens to and tells long stones, some- 
times confusing fact and fantasy 
Can tell names of siblmp 

•Regular Gesell test items. 
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nnsoNAi-socuL bshavioh Fall Spring Final 

Dresses and undresses with only a little 
supervision 

General behavior scif-wiilcd and out of 
bounds 

Inclined to verbal impertinence when 
wishes arc crossed 

Needs other children to play with and is 
alternately cooperative and aggres- 
sive with them as with adults 
Understands taking turns 
Shows concern for younger siblings and 
sympathy for playmates in distress 

TABLE 4; CHECK LIST FOB THE GROWTH OF 5-YEAR-OLDS 
Fall Spring Final 

MOTOR BEHAVIOR 

Runs lightly on toes 
Dances to music 
*Skips using feet alternately 
Active and skillful in climbing, sliding, 
swinging, digging, and various 
“stunts" 

*Can stand on one foot 8-10 seconds 
Can hop 2-3 yards on each foot 

FINE MOTOR ADAPTIVE BEHAVIOR 

*Copie$ square 

•Copies triangle 

•Names four primary colors 

•Writes a few letters spontaneously 

•Draws a recognizable man with head. 

trunk, legs, arms, features 
Draws a simple house with door, win- 


'Regular Cesdl test items. 
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dows, roof, and chimney Fall Spring Finaj — 

Counts fingers on one hand with index 
finger of other 

LANGUAGE BEHAVIOR 

Speech fluent and correct except for con- 
fusions of s/f/th 

Loves stones and acts them out in detail 
later 

Gives age and address 
Defines concrete nouns by use 
Asks meaning of abstract words 
*Coin$' names penny, nickel, dime 
Knows ages of siblings 

PERSONAL SOCIAL BEHAVIOR 

Undresses and dresses alone 
General behavior more sensible, con- 
trolled, and independent 
Senal domestic and dramatic play 
Plans and builds constructively 
Chooses own fnends 
Cooperative with companions and un- 
derstands needs for rules and fair 
play 

Appreciates meaning of clock lime in re- 
lation to daily program 
Protective toward younger children and 
pets 

Comforts playmates m distress 

TABLE 5: CHECK LIST FOR THE GROWTH OF 6-YEAR-OLDS 
Fall Spring Final 

MOTOR BEHAVIOR 

•Stands on each foot alternately with 
eyes closed 

•Regular Cesell test items 
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•Jumps from h«ght of 12 inches — lands — Es!! SpriQfl Eilisl — 

on toes 

•Ball — advanced throwing 
fine motor adaptive behavior 

•Copies diamond and divided rectangle 
•Draws a man with neck, hands, cloth- 
ing 

•Adds and subtracts within 5 
•Can pnnt both names 
•Can repeat 4 digits correctly 

LANGUAGE BEHAVIOR 

Understands abstract words, such as 
“different” 

Interprets and descnbes pictures, with 
appropriate meaning and sequence 
•Can name animals for 60* 

•Knows month and perhaps also day of 
birthday 

•Gives correct number of fingers single 
hand; and total both hands 

personal social BEHAVIOR 

•Ties shoe laces 
•Differentiates a.m. and p.m. 

•Knows right and left 
•Recites numbers to 30 

The teacher, of course, nor use such a listing as items to 
be taught, but rather as examples of competency at different age 
levels which will enable her to assess a child’s strengths and 
weaknesses in various areas. 

This check list will enable the teacher to clarify her evalua- 
tion of each child in four fields of behavior, and will tell her 
much more about a child than simply how far he has developed. 
For example, a child who is above his age in language and 



66 THE CHILD 


personal-social behavior but below his age in both motor and 
adaptive behavior is likely to be a child who has good ideas, 
which he can verbalize, but which he cannot carry out either 
with his hands or with his total body. 

Conversely, the child with low, or almost no, language and 
poor personal-social abilities is bound to give a poor impression 
in a school situation. Yet the check list may show him to be at 
or above his age level in both gross and fine motor behavior and 
in adaptive behavior as well. Such a finding will help a teacher 
to appreciate this child for what he is worth and will encourage 
her to find ways in which he may express himself adaptively and 
motorwise without making too great demands on the language 
abilities which at this time he lacks. 

But before a teacher can be effective within an evaluative 
conceptual framework, she must be sensitive to the special 
characteristics and the particular qualities of every child. There 
is a great deal of this behavior that cannot be graded or labeled 
in any precise way. Yet the teacher who knows young children, 
like the skilled clinician or pediatrician, is so perceptive that she 
can gain sensitive insights from what may seem routine behav- 
ior or play to the untrained observer. 

She will want to gain, through her observations, information 
about a child’s individuality, his reaction to people, his reaction 
to new or difficult situations, to transitions, to failure, to suc- 
cess. He may be very rigidly set in his ways; he may be very glib, 
talking about what he has done or plans to do, rather than 
doing it. 

There is the child who is the good learner. He exhibits this 
characteristic not so much by warming up and improving as the 
examination goes along as by improving on retrials on the same 
test. 

There is the bold, spontaneous child with little critical abil- 
ity. He plunges into new tasks cheerfully, proceeds vigorously, 
and seems quite unaware of failure or poor performance. In 
contrast is the extreme perfectionist who has an excellent idea 
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of his own limitations and resists trying anything which he 
thinks he can’t do well. Such a child often has a fairly limited 
range of performance but performs very well within his range. 

In contrast to this child who performs well within a fairly 
narrow range — who at four years of age may succeed in all the 
4-year-old, all the 4 Vi -year-old, and a few of the 5 -year-old tests 
— is the child with a tremendous scatter of abilities. Such a 
child at four years of age may have successes up into the 6-year- 
old range but may have numerous failures at his own age or 
even below. Thus his successes may scatter from three-and-a- 
half right up to six years of age on a behavior test. 

There is the child who is slow and cautious. At the opposite 
extreme is the child whose natural speed gets in his way, and 
who may thus be tense and energy-driven and may rush into a 
new situation and then later on break down, when he has had 
time to look around and evaluate. Such a child may be hard to 
hold to any second response or to repetition of any given test. 

There is the creative child who gives his own little twist to 
any response; and the cut-and-dried child who performs well 
what is required of him, but with no extra flourishes. His perfor 
mance is often speedy and precise, but with no elaboration. 
There is the child who uses language as a face saver-— he not 
only talks a better test than he performs, but explains away little 
failures and inadequacies by explaining why he did it that way, 
or why his way is better than the examiner s way. 

The focal child concentrates directly on the task at hand. He 
does not look around the room, seldom glances at his mother, 
and keeps not only his glances but his movements focalized 
within a small, central area. He usually gets right to work at 
any given task, without a lot of preliminary preparation or side 
excursions or remarks about other topics; works busily, 
steadily, and with concentration; and stops neatly when he has 
finished. 

The peripheral child, on the other hand, seems temperamen- 
tally suited to perform almost any activity except the task at 
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hand. He looks around, even moves around, contacts his 
mother, may try to distract the examiner. Even once he has 
begun the assigned task it is easy for him to get off the track. 
Such a child responds to an entire situation — often as far as eye 
can reach — not just to the task at hand. 

There is the kind of child who needs to have his periphery 
filled in, as it were. Thus he does better in response to verbal 
test situations if he is allowed to use his hands in some simple 
manipulation of objects at the same time that he is talking. 

And then there is the excessively oppositional child — ^the 
child who seems to feel almost a compulsion to behave in 
exactly the opposite fashion to that in which he is instructed. 

There are children who require a good deal of praise and 
acceptance in order to turn out their best performance; others 
who go on their way more or less impervious to comments from 
the examiner. At earliest ages, praise does not have to be par- 
ticularly discriminating. The kind of child who thrives on praise 
will accept almost anything positive and favorable that is said 
to him by an examiner. At older ages — especially at four and 
four-and-a-half — most children are more realistically self-criti- 
cal, and thus praise has to be phrased carefully in order not to 
be unrealistic and therefore unacceptable from the child’s point 
of view. 

One good method of putting observations about any child’s 
way of responding might be to classify each child in a group on 
the following rating scale, children being rated on a scale of one 
to four as follows: 
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TABLE 6: PRESCHOOL BEHAVIOR RATING SCALE* 

fNftiAnti'e 


4 


1. Motor Activity: Restricted 
movement; does not attempt 
climbing and/or other difficult 
motor activities. 

2. Use of Conceptual Lan- 
guage; Limited use of concep- 
tual language. 


3. In Verbal Contacts: Limited 
use of fantasy; literal use of lan- 
guage; concreteness. 

4. Sex Differentiation: Does 
not differentiate between sex 
roles; behaves in many ways 
generally considered typical of 
opposite sex. 


Moves freely and easily 
through space; engages in vig- 
orous motor activity; attempts 
difficult physical tasks. 12 3 4 

Makes comparisons; counts; 
uses concepts of size, shape, 
number, color (even though not 
necessarily correctly) 12 3 4 

Expresses self imaginatively 
(plays adult and other fantasy 
roles). 12 3 4 

Recognizes “proper” or usual 
sex roles. 


12 3 4 


5. Bossiness: Is bossy in play, 
coerces others; punishes offend- 
ers; tattles to teacher. 


Plays cooperatively with other 
children in play activities. 


12 3 4 


6. Leadership: Offers few 
ideas; lets things happen; fails 
to anticipate problems and/or 
consequences; is passive. 

7. Direction in Activities: Re- 
lies on adult direction; models 
activities in stereotyped fash- 
ion. 


Volunteers for a task; shares 
plans and possessions; makes 
suggestions for activity; offers 
ideas. 12 3 4 

Extensively self-directed; de- 
cides for self what he wants to 
do and how to do it. 


•Adapted from Preschool Behavior Rating Scale, developed by Mary B. Lane 
and staff of Nurseries in Cross-Cultural Education, San Francisco State Col- 
lege, San Francisco, California. 
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1 4 

8. Sense of “Me-Mine” and 
"You'Yours": Does not iden- 
tify own possessions; docs not 
pcrcuve that he has rights. 

9. Reaction to Novel Experi- 
ences: Sticks with the familiar; 
refuses to explore even when 
encouraged. 

10. Response to Feelings of 
Others: Docs not respond to 
others' wants or needs; is oblivi- 
ous to desires or troubles of oih- 


autonomv 

11. When His Play Is Interfered Sustains his activity m spite of 
with by Other Children He: physical aggression. 

Gives in or withdraws; seeks 

help from teacher; runs away. 12 3 4 

12. Agression in Play Situa- Plays without hurtful aggres- 
tions: In play activities shows sion, with or beside other chil- 
verbal or physical aggression dren. 

toward other children. 12 3 4 

13. Hoarding Materials: Ac- Shares materials with others if 
cumulates and tries to hold he is not using them. 

onto things even though he 

does not use them; hoards. 12 3 4 

14. When Paced with Alter- Makes decisions easily and 
nates in an Unstructured Silua- readily; chooses unfamiliar ac- 
tion He: Wanders aimlessly tivities. 

from one activity to another 
does not choose any activity; or 

just chooses the familiar. 12 3 4 

15. When He Completes a Task Exhibits pride by taking time to 

He: Has to be told he has done c4>serve his accomplishments, 
a good job. without seeking approval from 

others. 12 3 4 

16.IiitroductionioNewMaten- Decides whether to participate 
als or Situations; Refuses to ex- or not; devises own methods 
plore even when teacher re- and uses own ideas in cxplora- 
quests, depends on others for tion, 
ideas for exploration. 


Differentiates between self and 
othen by insisting on own 
rights; identifies own posses- 
sions. 12 3 4 

Searches out new materials and 
novel experiences; is particu- 
larly attracted by the novel; ex- 
plores. 12 3 4 

Expresses concern when others 
are hurt or need something; at- 
tempts to console or help oth- 
ers; is aware of and responsive 
to feelings of others. 12 3 4 


12 3 4 
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1 4 

28 R«ponse to Disappoint- Recovers by sceVmg and/or ac- 
ments: Rejects diversions; cries; cepting other alternatives, 
wthdrft'ws, continues to de- . , , . 

mand. * 2 3 4 

29. Response to Hurts: Cries; Accepts comfort and aid; 

■withdraws, cannot be consoled, bounces back. 

12 3 4 

The best method for a teacher to use in collecting sam- 
ples of behavior is to identify one or two children each week 
as subjects for her special concern. She can pay special at- 
tention to these children in all their activities, and at the 
close of the school day, jot down objective data without in- 
terpretation. She can record what they have done, their in- 
teractions, their apparent feelings, their failures and suc- 
cesses, their style of play, and can write a brief factual 
report of what happened. 

Although her attention will be focused particularly on one 
or two children, it may well be that the behavior of one or 
two others will merit recording. Five-by-eight filing cards arc 
excellent for such notes. In the course of a semester there 
should be a card or cards for every child in the class. These 
cards will bear descriptions of significant episodes in the 
child's regular school day. Best results are achieved as the 
teacher reviews her card files periodically, with a view to 
learning whether a child needs more observation or whether 
his behavior suggests the need for some more specialized test- 
ing or structured observation. 

In any event, through such recordings the teacher will even- 
tually find herself in possession of specific data which will yield 
valuable information about any given child’s behavior. She will 
have evidence suggesting patterns of dependency or leadership, 
conformity or creativity, hostility, insecurity, self-confidence, 
competence, apathy, tension, or vitality. 
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Planned and thorough scruntiny of every child gives some 
assurance that the quiet, less active child is not as likely to be 
unknown or misinterpreted as he might be without such special 
observation. 

From time to time a teacher may feel that she needs more 
formalized or structured information about a child. A complete 
Developmental Evaluation’ administered by a competent per- 
son may give the teacher data she needs in planning particular 
kinds of help to be given in the classroom. 

2. Arnold Gcscll, et al , The First Five Years of Life (New York: Harper & Row, 
1940). 
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Personal Qualities of a Good Teacher 


Nursery school teaching is not only a responsible but also a 
highly respected profession. It is not enough to have space in 
your house, a little time on your hands, and a general liking for 
children, to be considered a fully adequate nursery school 
teacher. It is now recognized that not only professional training 
but a real aptitude for this special branch of teaching is neces- 
sary if an individual is to find success in this pleasant but often 
difficult and certainly demanding profession. Nursery school 
teaching is not an organized form of unskilled baby sitting. 

We shall discuss here some qualities which we consider 
basic for anyone who hopes to become successful in this field. 
We emphasize — good will is not enough. An intellectual inter- 
est in and curiosity about little children are not enough. 

Physical characteristics. At any level of school teaching, a 
certain degree of physical stamina and generally good health 
are unquestionably necessary. Nursery school teaching makes 
more physical demands, or perhaps more specific physical de- 
mands, than do most other levels of teaching. 

First of all, a successful nursery school teacher needs to be 
a person not only of considerable physical energy but also of 
robust good health. Since there will probably be a full quota of 
Sniffles going around the school during the winter, she should 
be one who is not readily susceptible to catching colds. 

She not only needs a good deal of energy, but needs to be 


77 



78 THE TEACHER 

Sturdy and reasonably able to withstand or even enjoy both cold 
and rainy weather, since considerable time will inevitably be 
spent out of doors. 

Nimbleness and agility are important so that the teacher can 
easily bend down to the child’s level. Manual facility is also 
extremely important. Quickness of movement as well as quick- 
ness of mind is often necessary when a child suddenly is seen 
to be in a precarious physical position. 

However, though a teacher must be able to move quickly 
when the occasion demands, the most successful teacher is 
often one who is naturally of a somewhat calm, slow-moving 
motor demeanor. Children seem to feel more soothed and 
relaxed in the presence of such an individual than in the pres- 
ence of one who is tense and jumpy and who moves abruptly 
and overquickly. 

An important physical ability for any teacher of any age 
children is the ability to appear neat and attractive and pleasant 
to look at. Children do not respond well to a teacher who is 
drab, listless, lifeless, or untidy. Dress should be comfortable 
and suited to the activities of the program. 

However, here one of the many paradoxes of nursery school 
teaching presents itself. We have noted that a teacher will be 
most effective with young children if she is by nature rather 
slow and calm in movement, but that she will need to move 
quickly when the occasion demands. A further paradox is that 
whereas it is most important for a teacher to keep herself, and 
the physical surroundings of the nursery, neat and orderly, she 
must have the ability to remain undistressed by the frequent 
messes which will inevitably be produced as children play with 
paint, clay, sand, and water. 

Important physical attributes in a teacher also include clear 
articulation, good peripheral vision, and acute hearing. A pleas- 
ing voice, but one expressing authority, is essential in talking to 
young children, but at the same time it is most important to 
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avoid the syrupy manner of speaking sometimes adopted by 
people speaking to the very young. 

Good peripheral vision coupled with alertness, which allows 
a teacher to seem to see around comers and if possible out of 
the back of her head, while she is at the same time giving full 
attention to what goes on in front of her, is an extremely useful 
attribute for a nursery school teacher. (Other useful peripheral 
awareness which can help forestall disaster includes awareness 
of temperature, of what all the children are doing as well as 
what each individual child is doing, and of any special crisis of 
any nature which may be arising.) There is a great, but natural, 
danger that in responding adequately to the situation immedi- 
ately at hand, a teacher may overlook some important, and 
often dangerous, event that is going on in some other part of 
the room or playground. 

Acute hearing can play a useful part in alerting a teacher to 
things going on in directions in which she is not looking and 
which even her good peripheral vision may not be covering. 

As to the actual physical type of individual who may be 
expected to make the best teacher, no definite rules can be laid 
down — ^at least not at the present stage of our knowledge. How- 
ever, it is probably safe to say that none of the extremes — 
extreme endomorphy, mesomorphy, ectomorphy' (or the ex- 
treme lack of any one of these components) — is desirable. 

A certain amount of endomorphy is essential for warmth, 
for comfort, for the production of a generally relaxed and agree- 
able atmosphere. A certain amount of mesomorphy contributes 
to necessary physical stamina, helps in the physical handling of 
children, helps a teacher empathize with and understand the 
vigorously more active children. Ectomorphy contributes 
awareness. 

A teacher may also profitably consider her own devclop- 


I. Desenbed on pp 28-29, 
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ment with regard to Erikson’s psycho-social issues, described 
earlier. To the extent that she has unresolved problems with 
respect to feelings of security, decision making, enterprise, skill 
learning, identification, or capacity to love, she will suffer in 
productive relationships with children, their parents, and her 
colleagues. Her perception of the world will also have been 
influenced by the nature of her own upbringing. Potential preju- 
dices or blind spots need to be scrutini2ed carefully, since atti- 
tudes are communicated in subtle ways in the entire teaching 
process. 

Mental characteristics: One of the pnmary requisites of any 
effective nursery school teaching is a considerable knowledge of 
both the principles and the facts of child behavior. Nursery 
school situations as they arise need practical and immediate 
attention. But, in spite of this, they can usually be handled most 
effectively if the teacher in charge has, in addition to good 
practical techniques and a good “way” with children, a sound 
theoretical understanding of child behavior. A good teacher 
wishes to allow a child to be himself, but to do this she will need 
to know what “himself " is. A good teacher wishes, when she 
judges the time ripe, to help a child on to the next stage of 
behavior. To do this effectively she must know what the next 
stage is. 

A thorough knowledge of the abilities and inabilities, inter- 
ests and aptitudes which may be expected at any given stage of 
behavior helps a teacher to know how to set the stage in terms 
of physical equipment, as well as in arranging the day’s pro- 
gram of activities. 

An understanding of the psychology of individual differ- 
ences helps a teacher to be aware of the needs of individual 
children. A theoretical understanding of these differences is an 
invaluable supplement to a natural “feeling” for what each 
child is like. 

Theattlhy ^otake or, wh^ necessary, to delegate responsi- 
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bility is another important » and again paradoxical, matter. Any 
good teacher, especially of course a head teacher, must be able 
to take responsibility. However, she should not feel that every- 
thing is on her shoulders. She must be able and willing to 
delegate responsibility to her assistants. 

To be successful, a nursery school teacher must also have a 
good deal of common sense. She must be able to cope quickly 
and effectively with the many emergencies which will arise, as 
well as with everyday situations. She should have good judg- 
ment as to what is safe and what is not safe. She must have 
enough foresight to anticipate and prevent the more obvious 
difficulties. She needs sensitivity for good timing — and ability 
to recognize the psychological moment, even if this moment has 
not been scheduled! 

A good teacher must live in a world which is larger than that 
enclosed by the nursery school walls. This is of course true of 
her own personal life, but it is also true so far as the children 
whom she is teaching are concerned. She needs to be informed 
about and interested in what goes on in the child’s life outside 
the school — must think of him as existing in a larger sphere 
than just the nursery school. New and exciting, or just every- 
day, events at home influence the behavior of the nursery school 
child. Conversely, if the child’s attendance at school tires him 
unduly, so that it has an adverse effect on his adjustment at 
home, as is sometimes the case, then this too becomes a problem 
which his teacher must consider. 

A further requisite for successful teaching is an ability to 
arrange classroom space efficiently and attractively. Areas of 
interest need to be defined by suitable spatial arrangement, and 
by color and texture. Adequate surfaces on which to work, and 
ample storage or display of materials, should be accessible to 
children and related to the functional activities of the area. The 
teacher must provide messy and clean, noisy and quiet areas, 
small cozy places, and places for large muscle movement. 
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Thus a good teacher must in some measure be skilled in the 
arrangement of physical space and sensitive to beauty in in- 
terior decoration. Color, lighting, art display, mobiles, carpets, 
pillows, even a comfortable easy chair, bring warmth and 
charm to a room, and influence the behavior of children. 

Any special talents or interests a teacher has — ^in music, art, 
carpentry, science, literature, drama — will enrich her class- 
room. All the basic arts and sciences have potential interest and 
value to the young child, providing the teacher knows how to 
present the discipline in a fashion the child can understand and 
enjoy. 

Emotional Characteristics and Attitudes. It is of primary 
importance that a nursery school teacher be a reasonably well- 
adjusted, more or less fulfllled individual. She should have a life 
larger than the nursery school so that small happenings in 
school will not assume undue proportion. A teacher who is 
getting (and needing) too much emotional satisfaction from the 
children is likely to keep a child in a stage of clinging to her and 
depending on her which is not in keeping with the child’s best 
interests. 

A good teacher needs to have a good deal of self-confidence, 
but this self-confidence should be well founded and should not 
be built up simply from the fact that she has things well in hand 
because she always follows (and insists that others follow) a 
rigid and unyielding schedule. Flexibility is a prime requisite of 
successful teaching — flexibility and quickness in thought and 
action. It is important to be quick to pick up cues as they come 
along, to be ready to change plans to meet each new situation. 
These cues can come from the individual children, or from the 
nature and direction of the group activity at any given moment. 
But along with flexibility, and equally important, goes its 
opposite, a real sense of orderliness and an ability to structure 
situations when necessary. Complete flexibility would lead to 
chaos in the nursery school. Flexibility is useful here in depar- 
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tures from the usual. A teacher who is temperamentally unable 
to set up or at least to carry out a reasonable routine or to 
command structure when necessary will have problems. 

A good teacher must really like children. This is of course 
important at any level of teaching, but especially so here. If a 
nursery school teacher is merely “putting up with” children, 
she is almost certain to be a failure. 

Especially important is a lively sense of humor. This is 
important not only because it adds to a teacher’s effectiveness, 
but it is also essential for her own peace of mind. Though it is 
important to empathize with and respond to children warmly 
and humorously, it is even more important, perhaps, to be able 
to see the total situation and to view it with a leavening sense 
of humor. 

It is useful to have not only specific creative or musical 
abilities, but also important to have a certain degree of dramatic 
ability. Self-consciousness is a great deterrent in nursery school 
teaching. An unself-conscious ability to dramatize is a great 
asset, and the teacher who is a bit of a “ham” may be among 
the most successful. 

A certain degree of earthiness is essential for anyone who is 
teaching or taking care of little children. A nursery school 
teacher is going to need to take care of toileting, to blow noses, 
and to look after children when they become ill or are injured. 
She should not be squeamish about any of the less attractive 
aspects of those tasks. Nor, as we have suggested, should she 
be Overly distressed by the mess which almost certainly follows 
creative activities with fingerpaint, clay, and sand. She should 
of course be able to restrict such messiness within reasonable 
limits, and be able to clean up after it so that the room will 
regain its original neatness and orderliness — but it is important 
for her not to be distressed while the mess is being made. 

Being “good” with children is an essential (though not ex* 
elusive) requirement of being a successful nursery school 
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teacher. However, it is also most important to be "food” with 
adults as well. This includes, of course, fellow teachers. But 
equally important, it includes the parents of the children. Per- 
haps more than at any other level of teaching, the nursery 
school teacher is in direct communication with the parent 
(especially with the mother), working with her to effect the 
most happy possible school experience for the individual child. 
Thus it is essential that a teacher be able, through her manner, 
to make parents feel that she is sharing knowledge and informa- 
tion with them and working out problems jointly with them, 
rather than that she is, from a position of superior wisdom, 
giving out authority, information, or criticism. 

Special characteristics desirable for teaching younger, and 
older, children. Though an extremely flexible teacher should be 
able (and as a practical matter may be required) to teach both 
young and older preschool children, many find that even within 
this narrow age range they are better suited to the teaching of 
younger, or of older, children. 

For the very youngest groups, the 2- and S-year-olds, the 
most successful teacher is the one who is spontaneous and 
warm, expressive but not too verbal. It is important for the 
teacher of these youngest children to be able to pitch her lan- 
guage at the child's level without talking “down” to him. A 
somewhat slow-moving individual is best for these smallest 
children — ^but of course she must be able to move rapidly when 
the situation calls for it, and lethargy should not be confused 
with calmness. 

Since there will be much repetition, both of word and of 
activity, at this youngest level, the best teacher will be one who 
is not bored by constant repetition. 

Best with the slightly older groups, especially with the 4- 
year-olds, is a teacher who is somewhat forceful and dramatic. 
She must be forceful enough to get and hold the children’s 
attention; dramatic enough to carry out activities in a way 
which will appeal to them. Rather than the capacity of ex- 
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periencing repetition without being bored, this teacher needs 
especially to have a flair for creativity; has to be able to respond 
to new possibilities in the same materials, experiences, children. 

In place of simple repetitive language kept to a minimum, 
older children prefer language which is used more maturely, in 
a colorful, stimulating, and expressive manner. Some degree of 
speed both of language and of general activity is not only per- 
missible but somewhat necessary with older children. It is often 
important to think, to speak, to act very quickly with them. A 
good deal of energy and enthusiasm is also necessary in order 
that a teacher may empathize with and share the 4-year-old‘s 
enthusiasm and general excitement. 

Quick thinking and quick action can often keep 4-year-old 
crises well in hand, but, with these children much more than 
with the younger ones, to prevent chaos and confusion, a good 
ability to plan and organize activities in advance is a vital factor 
in the successful functioning of a nursery school teacher. 

Personality Characteristics Which Suggest Unsuitability for 
Nursery School Teaching. Certainly the most positive approach 
to finding out whether or not one would probably be a success- 
ful nursery school teacher would be to check over the foregoing 
list of characteristics necessary for success, and to see if the 
description fits. However, we should like to mention specifically 
a few of the personality or intellectual characteristics which 
seem to us most clearly to reduce the chances of success in this 
field. 

First, of all, a strongly academic individual, more interested 
in children's behavior in theory than in the actual children, 
might do well to choose some other branch of child behavior. 
And a teacher too much interested in materials can get so lost 
in products that she forgets the process and neglects the chil- 
dren. A firm disciplinarian with strong and definite ideas about 
how children ought to behave might conceivably be more suc- 
cessful with older children. 

Other Unfavorable characteristics include the extremes of 
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the individual who is too ego-involved and the dreamy, unreal- 
istic, uncreative, colorless personality. Children respond well to 
a teacher who is colorful and lively — but one who is too in- 
volved with herself will not be genuinely concerned about them. 

A teacher who is impatient, short-tempered, or uneven and 
unpredictable emotionally will find that she does not have a 
good effect on the children’s emotions or on the emotional tone 
of the playroom. Also, since little children are very quick to 
sense whether or not apparent interest in them and liking for 
them is real or assumed, those who lack a genuine warm inter- 
est in children will not be successful. Similarly, an insensitivity 
to children’s feelings — such as might be expressed by talking 
about them to other teachers in their presence — is something 
which is difficult to overcome by conscious effort. 

Anyone who has less than robust good health, or who has 
been unable to build up stamina after working with children, 
is almost certain to find the actual physical demands of nursery 
school teaching too great. And lastly, anyone fostering the 
delusion that nursery school teaching is an easy way to make 
a living is likely to find herself speedily disillusioned. 

More men teachers. We should like to make a brief plea for 
more men teachers in our nursery schools. In the nursery 
school, as in the primary school, there is a real place for, and 
a real need for, men as teachers. Not so much men in preference 
to women, as men in addition to women. 

To begin with, at any level of school teaching, it is generally 
agreed that it is desirable to have both men and women teach- 
ers. Some sociologists consider that in our city life today, with 
many fathers absent front their homes for such long hours, 
children tend to see only women at home and only women at 
school. Having men teachers in the school can to some degree 
make up for this absence of men in the child’s daily life. 

But, much more than that, there are many ways in which 
iwvan teatbet, wen Pf very young children, can he more effec- 
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live than can a woman. Certain children of both sexes seem to 
respond best to men teachers. Also, men teachers can often 
assume successfully some roles which are not suitable for 
women. Especially with boisterous 4-year-olds, men teachers 
are ideal for conveying that note of unmistakable authority 
which is sometimes necessary for keeping order. 

A man’s voice helps convey authority to the very young 
child as to the older child. A man can give direct, sharp com- 
mands. “O.K. now, boys, cut it out!” may not be elegant speech, 
but it is usually effective. Or a man can convey a tone of “Just 
we boys” which is especially effective with the 4-year-old who 
is finding it necessary to express his masculinity by rebelling 
against any and all feminine commands. 

There arc many obvious advantages to men teachers. Most 
men are better at directing woodworking, heavy building, play 
in the “noisy room.” Also, as opposed to the “Just we boys” 
attitude which he can build up with boys of the group, a man 
teacher is often much sought after by the girls, who may give 
him much the same kind of response they give to their fathers. 

Perhaps most important of all, a man teacher or two offers 
an ideal antidote to the “sweetness and light” atmosphere 
which sometimes creeps into even the best nursery school. A 
man brings a new dimension into the group with his heartier 
tone and his new approach. 

We believe, too, that a stint of nursery school teaching can 
be extremely beneficial to the man teacher himself — whether in 
preparing him for later teaching of older grades, for work in 
psychology or child behavior, or even for his own later life role 
as a father. May the day come when nursery school teaching 
becomes an accepted professional role for a man! 

Although we have described general qualities that we con- 
sider desirable in a nursery school teacher, we realize that no 
one teacher will incorporate all these desirable qualities. Fortu- 
nately, there arc usually several teachers working with each 
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group of children, and children thus can have a relationship 
with a variety of personalities. Individual children, however, 
tend to identify primarily with some one teacher, who provides 
an important model in her mother-substitute role. 

An excellent summary of essential characteristics in the 
personality of a teacher, which supplements our own, has been 
succinctly set forth in an excellent guide prepared by the Massa- 
chusetts Department of Health; 

The good teacher of young children is a person with a warm, 
genuine liking for children and an awareness of their emotional 
needs, apart from her own She is sufficiently mature to be able to 
establish good relationships with adults and takes a professional 
responsibility for her work. She realizes that the nursery school 
experience is but one part of the child’s life and, therefore, seeks 
to work constructively with his parents and other adults impor- 
tant to him The good teacher has a comfortable attitude toward 
authority, deals with out-of-bounds behavior in a non-punitive 
way, but can set up appropriate limitations to a child’s activity 
when these arc needed. She is responsive and spontaneous but 
sufficiently calm and secure within herself to create a milieu of 
confidence and support within which the young child can grow.^ 


2. Massachusetts Department of Public Health, Recommended Min$mum and 
Preferred Standards for Agencies Giving Day Care to Children (pamphlet). May 1952, 
Boston, Mass / r 
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Preservice Training for Teachers 


Since it is our belief that a very important part of the education 
of the child comes in the early years before he starts his so» 
called formal schooling, it is imperative that the training of 
nursery school teachers be considered with at least as much 
care and rigor as is exercised in determining educational stand* 
ards for other teachers of children. Unfortunately, standards 
have not been consistently established or upheld in the United 
States. Too often programs for young children have been con* 
sidered to be adequate when they met minimal standards of 
public health departments, with the educational background of 
the teacher, and the program she was prepared to offer, not 
being supervised at all. 

In Chapter 4 we described what we considered to be desir- 
able traits in the personality of a teacher. It is doubtful that any 
training program could produce such traits in personalities 
lacking them. However, in the education of teachers of young 
children it is primarily important that a person entering this 
field take seriously the task of understanding herself. Working 
with the dependencies or aggressions of young children, dealing 
with authority figures, or being in a position of authority one- 
self, for example, very often reveals childish or hostile traits in 
a teacher’s own makeup. 

For this reason it is most important that institutions training 
nursery school teachers have an effective counseling service. 
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small classes, and skilled supervisors of student teachers in 
order to help the potential teacher discover the peculiar quali- 
ties of her own personality. In understanding herself, she will 
better learn to carry on her job of relating intimately to young 
children and their parents. 

Such an understanding of oneself sometimes reveals a basic 
unsuitability for working with immature people, or at least for 
working with them in groups. It is partly for this reason that 
we recommend a brief practical trial period of teaching to 
precede any definitive decision to become a nursery school 
teacher. This practical trial will most economically precede or 
at least come at the beginning of any intensive period of course 
work, so that if it turns out that in actual practice an individual 
is going to be unsuited to or uninterested in nursery school 
teaching, too long a period of study will not have been wasted. 

This practice period, which we recommend, may consist of 
a period of guided observation, followed by a reasonably long 
period of apprentice teaching. Such a practice period should 
reveal quite quickly (1) those individuals who cannot hold up 
physically to the demands of this kind of work; (2) those who 
thought they would like it but really do not like it in actual 
practice; (3) those who find it too menial and uninteresting; (4) 
those who like it but turn out not to be good at it. 

When any of these factors is present, students who seem 
clearly unsuited can often be prevented from seriously commit- 
ting themselves to this profession. Some may find that though 
they consider themselves interested In work with children, this 
particular type of work is unsuited to them. In such cases they 
may wish to continue study in the general field of child behav- 
ior, but may aim their studies toward eventual research, teach- 
ing of older children, clinical work, or therapeutic work. 

Needless to say, any such practice period should be closely 
and skillfully supervised. Most students will not reach unaided 
their conclusion as to whether or not they should continue in 
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the field of nursery school teaching. Ideal guidance not only 
should include an evaluation of the student as a teacher, but 
should include some evaluation of the student’s personality. 

Once the student has decided quite definitely to proceed 
with the academic training needed to become a nursery school 
teacher, we recommend that an educational program include 
the following. 

A Basic Course in Child Development 

This should cover all aspects of the development of children 
through the first six years, with attention to the crucial adjust- 
ments between child and environment. Such a course should 
acquaint teachers with the major theories in the field and should 
be accompanied by opportunities to observe young children 
individually and in groups. 

Such a course should give emphasis to the intellectual devel- 
opment of young children. An effort to understand what it is 
that Piaget has to say should be made. However, intellectual 
functioning cannot profitably be studied apart from general 
aspects of personal-social development. Student teachers 
should be exposed to the various theories of personality devel- 
opment and how each deals with the importance of early devel- 
opmental experiences, individual differences, stages of develop- 
ment. 


Exposure to Different School Environments 

A potential teacher should have an opportunity to observe 
and study various kinds of environments prepared for young 
children’s learning. These might include structured models 
which prepare children in special academic skills and foster 
academic drill; so-called open schools where children initiate 
learning through their own activities; “child-development” 
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models where children integrate skills through play in a 
progressive maturationa! process. An aim of such varied obser- 
vation should be the clarification of her own goals as a teacher 
and the arrival at a decision as to which kind of program she 
would prefer to carry on as a teacher. 

Some Familiarity with the Special Problems of the 
Exceptional Child 

Every teacher should be acquainted with the special prob- 
lems of children who deviate from normal patterns of develop- 
ment. Such exceptional problems include sensory defects, or- 
thopedic handicaps, emotional and social problems, deviations 
in intellectual potential. One special kind of child of whom a 
nursery school teacher should be especially aware is the so- 
called learning disability child. The failure to be able to learn 
in the usual ways is usually not noted until a child is in kinder- 
garten or first grade. However, a nursery school teacher should 
be aware of any difficulties or deviations in any child which 
might be expected to lead to later school problems. 

Developmental Evaluation 

We do not believe that assessment is the exclusive domain 
of the psychologist. Teachers need to be educated in a formal- 
ized attempt at understanding which utilizes specialized knowl- 
edge, tools, and techniques. A useful approach for teachers 
comes from a study of the Gcsell Developmental Schedules, 
which enable a teacher not only to delineate patterns of behav- 
ior but to identify environmental factors that may be influenc- 
ing behavior. Emphasis in such a course should be on the 
application of assessment information to the child’s adjustment 
to school. 
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Curriculum and Student Teaching 

In recent years there has been a tremendous proliferation of 
commercial learning materials available for use as teacher aids 
in working with young children. Teachers need to learn 
firsthand of their existence, and then to try them out and evalu- 
ate their usefulness. In a curriculum course students should 
utilize learning and child development theory in providing ap* 
propriate school experiences for young children. Emphasis 
should be given to language skills, reading and math readiness, 
sciences and social studies, music and art. 

We recommend that a course in curriculum should accom* 
pany the time allotted to student teaching. The knowledge of 
what teaching aids are available, and the skills with which to 
use them, gives students the confidence and judgment needed 
to make decisions about what materials actually are appropri* 
ate to the needs and interests of the particular group of children 
they may be leaching. 

We have described here only those considerations which we 
feel to be basic. Any college committed to a good program for 
potential teachers will offer more intensive and specialized stud- 
ies in all areas, such as full courses in infancy, cross-cultural 
studies of children, the development of language, emotional 
problems in young children, assessment procedures for the mul- 
tiple handicapped, research with young children, consultation 
strategies, psychobiological aspects of growth, to name a few. 

A major by-product that should emerge from this preservicc 
training is the development of what we call a philosophy of 
early childhood education. A student should start teaching with 
a fairly clear notion of where she stands on some of the theoreti- 
cal questions basic to any practical working with children or 
with the parents of children. 

Although the working out of such a philosophy has many 
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variations in practice, there are certain working hypotheses 
which seem essential for those who plan to help children. 

In the first place, it is important that the intending teacher 
have an attitude toward people which emphasizes their suc- 
cesses, not their failures. The teacher should believe in the fully 
functioning self and believe that she can best help a child de- 
velop his potentialities when she praises him, not when she 
makes him feel unworthy. Whatever we do in teaching depends 
on what we think people are like: to this end, it is important that 
a teacher believe a child can (within his realistic limitations) 
rather than that a child can't. 

She will also appreciate values, which will include creativity, 
curiosity, resourcefulness, initiative, and tolerance, and all her 
training will direct her to an understanding of how she can 
reinforce these values in her profession. For example, she will 
see that some attitudes and practices-— a preoccupation with 
order or acceleration, authoritarianism, an intolerance of natu- 
ral play, for example — ^are essentially noncreative and harm 
dignity and integrity. 

She will learn to provide for children the conditions that 
nurture intuition and favor risk taking, avoiding "cookbook” 
approaches that provide inevitable reward of the right or pre- 
dicted answer. 

She will see the importance of a child’s asking many ques- 
tions, and putting material and thoughts into many new combi- 
nations as he also discovers the delight of doing things for 
himself. Children must have ideas presented in many different 
ways and at appropriate times, and thereby learn that tasks are 
in some ways similar, before they can come to abstract princi- 
ples or understand basic structures. If a teacher gets something 
lock«l into a single system, there is a real danger of taking only 
one path to the exclusion of others, and thus cutting off a very 
important goal of education. 
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The present volume has not taken on the task of trying to 
encompass adequately all the aspects of teacher training. We 
are interested, rather, in suggesting its range and complexity 
and showing its general directions. Whatever means are used in 
providing theoretical or practical courses and experiences, cer- 
tain purposes should be kept in mind. 

An adequate program in teacher training will see to it that 
the prospective teacher be generally well informed about com- 
munity life and about our civilization. She will know the young 
child, his limitations, his possibilities, the problems and course 
of his development. She must perfect her teaching skill through 
actual work with children, must understand parents and how 
to communicate with them, and be able to take her place as a 
useful member of a staff team. 

Finally, to assure her continued professional growth, she 
must be trained both to know the history of early childhood 
education and to question traditional teaching techniques, and 
to look for better answers than may now be available. 

In addition to course work, an intensive experience in stu- 
dent teaching is important. Ideally there should be two full 
years of such teaching, in four different age groups or situations: 
in nursery school, kindergarten, first grade, and in a clinic, 
hospital, day care center, or research laboratory. Such student 
teaching requires attentive and skillful supervision on the part 
of college personnel, supervising teachers, and teachers in the 
field who take on young apprentices. In many ways, student 
teaching is the heart of the preparation to teach. 

One last generality might be mentioned in connection with 
the program we recommend. It seems to us that a training for 
nursery school teaching involves also knowledge about and 
some experiences with children in both kindergarten and first 
grade. Growth is irregular in the early years, and children who 
are chronologically of one age are often developmentally of 
another. Teachers must be well informed in all there is to know 
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about children from infancy through six years of age. The 
school experiences of nursery school, kindergarten, and first 
grade are a unit, and within this unit the growth and behavior 
of children are extraordinary in their variety. 
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Staff Relationships 


The number of different kinds of teachers varies from school to 
school. Some highly organized schools have a director or board 
of directors. Nearly all have a head teacher or teachers and a 
number of assistant teachers. Some have student teachers, par- 
ent teachers, or participants from the community. 

Whatever the number of teachers, and whatever the number 
of roles, it is essential that the group develop some sort of 
circular model of interaction, so that decisions come from all 
the people involved. There should be no strictly linear, authori- 
tarian model of decision making. The program must be shaped 
by all. 

This means that any program for young children must pro- 
vide a time when staff members get together to communicate 
with one another. This communication is an ongoing, time- 
consuming process. The teachers in any one group need a short 
meeting each day for planning and evaluating. Usually this 
Comes at the close of a class session. Teachers must not simply 
dismiss children, quickly clean up a room, and rush away. 
Rather, when the room is in order and children are gone, 
teacher, assistant teacher, and student teachers need fifteen or 
twenty minutes to talk to each other about what has happened 
that day and what is planned for the next. 

In addition, there needs to be a longer period of time, at least 
two hours each week, when the professional staff get together 
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to discuss the program. This is a time when problems with 
children, problems in the adult world, or problems in the pro- 
gram can be dealt with, A spirit of mutual interaction and 
mutual respect must prevail. For every person a willingness to 
listen, to learn, and even to change is essential. Sometimes 
professional consultants can join the group. 

Workshops in various areas of curriculum development 
offer opportunities to learn about materials, to invent new 
materials, or to see new meanings in the relationships of materi- 
als. Guests from the community, special lectures, or films relat- 
ing to early childhood education can bring continued profes- 
sional growth to the staff. 

In addition, teachers should be enabled from time to time 
to be relieved of their own teaching duties so that they can look 
at the workings of their own group from the point of view of 
an observer. They should also have free time to observe other 
classes in the school or to visit programs in other schools. 

A professional library should be available to teachers, and 
opportunities made available to attend professional meetings 
and to share expenences of these meetings with one another. 
All of this is in the nature of in-service training. As teachers 
work together they learn together, realizing that the education 
of teachers is an unending process. The preservice training 
described in Chapter 5 is just the beginning of what becomes 
a lifelong commitment to an educational process. 

Observers in a smooth-running nursery school sometimes 
get the false impression that all teachers are working at about 
the same level, each doing simply whatever tasks come to hand, 
without much organization or advance planning. Nothing 
could be farther from the truth. Each individual must retain a 
reasonable amount of initiative and must be able to act of his 
own accord when necessary, particularly when there is nobody 
ehe on hand, or in an emergency. But major roles and respon- 
sibilities are not a matter of chance or expediency. Although 
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there is overall cooperation, each person has a specific role to 
carry out. 

We shall not, in the following outline of tasks, expect to 
cover all the activities and duties of each teacher. However, a 
division of labors somewhat as follows seems to provide an 
efficient program. 


DUTIES OF HEAD TEACHER 

The head teacher must, first of all, assume responsibility for 
the total situation. It is she who more or less sets the pace for and 
determines the climate of the school. 

She makes such major decisions as which children to admit to 
school, which children may need “vacations,” what to do in the 
case of major adjustment difficulties. 

It is she who determines the general disciplinary policy as well 
as many of the practical details of maintaining discipline. 

It is the head teacher who more or less determines whether or 
not the teaching experience is a growing and learning situation for 
all in the school or whether they are merely permitted to carry out 
her ideas. 

She also determines whether or not, even in spite of the fact 
that there must be a hierarchy of responsibilities, there is also a 
democratic feeling among the teachers. The head teacher needs to 
be the leader, but ideally she should not stand out as the single 
figure of authority. Thus, in planning daily responsibilities, head 
teachers arrange that all teachers shall have opportunities in di- 
recting music time, story time, etc. 

One of her main tasks is planning and supervising the work of 
her assistants. Much of this will be done in advance, but much also 
will need to be done on the spot. Thus, as well as having the 
behavior of the children in mind, she will have in mind the behav- 
ior of the other teachers. Head teachers too often forget that 
assistant and student teachers have individualities, just as do the 
children. 
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The head teacher plans the daily schedule, with cooperation 
from the other teachers. (In general she is responsible for any 
planning, though at times she may delegate this to others ) Not 
only is she responsible for the planning of the daily schedule, but 
also for carrying it out — for seeing that the various activities start 
and stop at the time, or approximately at the time, planned. 

However, in most schools the head teacher is not simply an 
administrator. She should be able to teach, and in our opinion 
should do at least some of the teaching. 

She should teach, but should not be tied down by the teaching. 
Ideally she should be mobile in order to go to any part of the group 
where her help is needed. And also she should ideally be free so 
that if a parent wishes to discuss some problem, if an important 
phone call comes, if people wish to talk with her about immediate 
research problems, if administrative matters come up, she can 
respond to any of these multiple demands. 

It usually works out best if the head teacher plans her day’s 
schedule so that she is normally left free both at the beginning and 
at the end of the morning, so that she is available for informal 
conversations with parents. 

Not only are the children and the assistant teachers her re- 
sponsibility, but the parents (so far as they have any demands) as 
well In general it is wise for the head teacher to be the one to give 
guidance on any serious problems brought up by parents. Other- 
wise they are likely to get conflicting advice and conflicting opin- 
ions which may confuse them. This does not mean that assistant 
teachers should not be free to talk with parents. It merely means 
that complex and serious or difficult problems should be referred 
to the head teacher and that the head teacher should be informed 
of all communications with parents. 

Thus the head teacher should have charge of parent guidance 
— not only that given in connection with the formal conferences, 
but also that given in informal consultations such as may take 
place during school hours. 

The head teacher usually is the person who ultimately hires or 
helps hire the teachers, though all the staff should, meet and evalu- 
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ate new teachers. She is also responsible for the teaching of the 
assistants, and for implementing workshops and arranging for 
guest speakers (unless there is a director who has a leadership role 
in such duties as hiring and taking charge of teachers, dealing with 
parents, and carrying out administrative duties). 

And finally, there are many miscellaneous duties which come 
under the care of the head teacher, such as planning and delegat- 
ing alt housekeeping activities and seeing that they are carried out. 
(She may have to do her share of these duties and will also have 
to see that any gaps are filled in.) She needs to supervise the 
ordinary buying of all equipment and supplies. She is also respon- 
sible, Unless there is a director who takes this responsibility, to the 
fire warden and to the health officials in seeing that all of their 
rules and requirements are carried out. 


DUTIES OF THE DIRECTOR OR BOARD OF 
DIRECTORS 

As we have suggested, many schools do not have a director 
or board of directors. In their absence the head teacher will add 
their duties to her own. It is probably most customary, in the 
majority of schools, for the head teacher to do the directing. 
Listed here are the major responsibilities of the director, if the 
school has one. 

These duties vary a good deal, depending on the policy of the 
school. In some schools the director likes to know each child and 
to follow closely the daily running of the school. Some directors 
are interested in doing or directing research. Some even like to 
take part in the teaching. 

The director will hire the teachers, will teach the teachers, and 
will supervise, direct, or personally give any courses which arc 
offered to the teachers. She will give leadership and facilitate 
communication and cooperation at all levels, so that the program 
is shaped by everyone. 
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She will ultimately set forth the guidelines which control the 
property, determine the general policies of the school, set tuition, 
carry out the many details of administration. But parents and 
teachers should help to formulate these guidelines. 


DUTIES OF ASSISTANT TEACHERS 

For each head teacher there will ideally be one or more full- 
time trained persons working closely with her. These arc the 
assistant teachers. This task is actually somewhat difficult in that 
she needs to be extremely flexible. She must assist the head teacher 
when necessary, but she must also be able to take over full respon- 
sibility when necessary. Also, she must supervise the student 
teachers, participating in their learning. 

She must be able to carry out any directions of the head 
teacher, but should also be original enough to maintain a general 
group policy more or less on her own when she is tn charge. A 
good assistant teacher should not be just a carbon copy of the head 
teacher. She should be herself, able to bring her own special talents 
to the program. 

Her main task is to be the person responsible for the group, 
either directly under the head teacher, or by herself when the head 
teacher is occupied elsewhere or otherwise. She is usually less 
mobile than the head teacher and usually remains right with her 
group. 

An assistant teacher should be alert and responsible to things 
the head teacher may have missed. She should feel that it is her 
group even though she directs it under the supervision of the head 
teacher. 


STUDENT TEACHERS 

Many schools do not have student teachers. When they are 
present, their role and the amount of responsibility they take on 
depends partly on how much experience they have had previously. 
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and partly on their individual abilities. 

It is primarily important for the student teacher to think of 
herself as a learner. She has come to the school to learn, even 
though she will be learning by doing. She will inevitably be a 
participant, but she should at the same time be a good observer 
and a good listener. 

Thus it will work out best if she is willing and able to go slowly 
at first. Initially it is important for her to be imaginative, creative, 
and even executive about small things, but preferably not about 
important things which effect the total running of the group. 
There is plenty of room for her to be spontaneous in her teaching, 
but ideally not with regard to the schedule or general planning. 

Since no two students are alike, it is important that the head 
teacher or assistant teacher give each student an opportunity to 
experience success. Whatever her particular talents may be — with 
a group, with an individual child, or with a special area of the 
curriculum — she needs to feel good about herself before she can 
grow. 

In the beginning a student is quite vulnerable to praise and 
criticism. Therefore those working with her need to be supportive 
of all that goes well, however trivial, so that she can grow in 
self-confidence. She should not be assigned to merely routine or 
menial jobs. She must be appreciated as an individual, her unique 
talents recognized, respected, and developed. Student teachers 
also need ample time to discuss the reasons for what goes on in 
a program, and to propose and refine their own reasons for behav- 
ing as they do. 

It seems important that the student teacher have a supervisor 
opart from the head teacher or assistant teacher. She needs an 
outside person with whom to “level,” a person who can more 
objectively assess and help with interactions, particularly on occa- 
sions when interpersonal conflicts arise. Sometimes a student 
teacher is not correctly placed in a situation that is best for her 
growth. Rather than leave her in a situation that is potentially 
destructive to her, bad for the head teacher, and ultimately bad 
for the children, the supervisor should arrange for her removal 
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from that group or from any teaching experience. 

Different student teachers have different amounts and periods 
of time when they can be available for teaching. It works out best, 
as a rule, if the student teacher can be at school for an entire 
session (rather than for just an hour at a time); and best if possible 
for her to be there for an extended and consecutive period of time, 
such as an entire semester. 


PARENTS AS TEACHERS' 

Having parents as teachers can be rewarding, since it provides 
a learning experience for them and, if they can come as learners, 
they do bring maturity to the experience. It does present difficul- 
ties, however. To some mothers, nursery school teaching is just a 
matter of custodial care — a glorified form of baby-sitting, and it 
may take a long time before they see it otherwise. 

If you are going to have a basically untrained mother helper, 
you need very strong head teachers. Mothers who are raising 
children of their own often quite naturally have very definite ideas. 
Accepting the position of assistant teacher (or actually of student 
teacher in many instances) is difficult for many mothers. 

As with assistant teachers, it usually works best to have moth- 
ers come in for a whole week at a time, rather than for a day or 
an hour at a time. Thus they become more like regular teachers, 
in the children’s eyes and in their own. Also it is important, if 
possible, not to have a mother teach m her own child’s group. It 
seems hard for the very young child to have to see his mother as 
a teacher as well as as a mother. With his own mother as teacher, 
the child is likely to carry over unfortunate and overdemanding 
home attitudes into school. 

When mothers are going to act as teachers, they should ideally 
have some formal introduction to the situation, as for instance a 
conference with the head teacher, to go over some of the policies 

I In this bnef discussion of parents as teachers, we are not considenng those 
situations m which a mother has been hired as a full time assistant teacher. 
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of the school. Also >f possible they should have the opportunity 
to do some observing in advance of their own teaching. 

Age makes a difference. A relatively young parent will proba- 
bly find it easier to fit in than will an older one. A middle-aged 
parent who has already brought up several children might find it 
quite difficult to fit in as an assistant teacher, particularly if the 
head teacher is younger than she, and childless. 


HOW MANY TEACHERS ARE DESIRABLE? 

It is important to have enough teachers in any nursery school 
group; but too many can be as bad as too few. The question, 
therefore, is of course — how many is enough? 

The number will depend on the size of the group, the age of 
the children, the number of rooms being used and their arrange- 
ment. and the quality of the adjustment of the individual children. 
More teachers are needed in instances where there are several 
difficult or atypical children in the group than when the majority 
of the children are normal and reasonably well adjusted. 

As a very general rule we might suggest that there should be 
a minimum of one teacher to ten children, and more desirably one 
to four or five — at least for 2-, 3-, and 4-year-olds. 
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Administration and Organization 


PHILOSOPHY OF THE SCHOOL 

It seems essential that the organization of a nursery school 
should represent a model rather than being merely eclectic, and 
that such a model involve a commitment to specific goals for 
early childhood education and the way they will be imple- 
mented, There are a number of models presently in existence; 
custodial schools, Montessori programs, industrial models fa- 
voring academic drill, child-development or “wait and see” 
maturational models, and “open classroom” models similar to 
the British infant school. 

A model is important because it defines goals, and in essence 
defines program and teachers. In a sense it defines parents as 
well, since parents should select that model which seems best 
to them. Obviously it is desirable for parents to attempt to 
inform themselves about the educational implications of a pro- 
gram before they make their selection. Reading, discussion, and 
actual visiting of schools should be part of a parent’s initial 
assessment. 

The model will also define the nature of staff interactions, 
planning, training of staff, and the nature of any assessment 
program. 

Once a program is defined, the director and staff need con- 
tinuous planning to give assurance of a constant role of teacher 
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as it relates to the child. Only thus, in a school where there are 
a number of teachers and frequent shifting of student teachers, 
can some measure of consistency be maintained. 

In our opinion the most promising model is that provided 
by the open school in which children initiate learning through 
their own activities. The teacher, well-trained both in child 
development and in the nature of a young child’s learning, is 
a catalyst in this setting. She sets the stage, prompts with ques- 
tions or problems or materials, but does not take the job of 
learning away from the child. The teacher uses the child’s 
interaction with equipment, materials, and his environment as 
the basis of her interdisciplinary instruction and keeps in mind 
long-term goals for the children. 

Such a school, above all, encourages a child to choose from 
a number of options, to discover and develop his own interests, 
and to move at an individual rather than at a group pace. 


PRACTICAL CONSIDERATIONS 

Under ideal circumstances the education a child receives at 
nursery school may be, in some respects, the best he will receive 
in any formal way in all of his schooling. There seems more 
chance that his individual needs will be considered here, that 
the school program will be heuble, tentative, and modified to 
suit his individuality, and that there will be a staff adequate in 
size and ability to carry on education suited to his changing 
developmental needs. 

Regardless of the basic philosophy of a nursery school, ques- 
tions of building, finances, equipment, staff, curriculum, stu- 
dent body, and health regulations arise as common problems. 
Of basic importance are the different stages of growth of the 
children, the different abilities of each age group. The overall 
administration involves the theory of such differences as a pri- 
mary basis for the groupings of children. Chronological age 
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differences suggest three groups — at ages 2, 3, and 4 — or group- 
ings at 3, 3 Vi, 4. Such groupings are not rigid classifica- 
tions. While the ages of the majority of children in each group 
actually do fall within the age range set up, children with 
greater or less maturity may be placed in groups that do not 
match their chronological age. The so-called exceptional child 
might be in any group. 

When a child’s behavior suggests in any way his unsuitabil- 
ity for his chronological age group, intensive observation or a 
staff conference often suggests either his placement with chil- 
dren of another age, or some different type of handling. He 
might attend school more or less frequently, or might be given 
some other special treatment in the group to which he is as- 
signed on the basis of chronological age. 

Information given during the introductory interview, and 
the teacher’s initial encounter with the child, are the usual 
criteria for the teacher’s first tentative placement of the child. 
When the placement is for any reason questionable, the teacher 
can explain to the parents the school’s system of grouping, and 
that changes often occur in the course of the year. Such com- 
munication with parents can afford an extremely valuable op- 
portunity to present the idea that behavior does not always 
match chronological age, and that children may not, in the 
ordinary course of events, be ready for what is currently consid- 
ered a first-grade experience exactly at the chronological age of 
six years. 

Applications for enrollment are perforce handled in quite 
individualized ways. In schools where there are more applicants 
than places, the school must determine its policy about what 
factors will influence selection. A child’s readiness, the parent s 
reasons for wanting him to be in school, the appropriateness of 
the school for the child, the age range, sex distribution, and 
overall balance of the group are matters which might influence 
enrollment. 

When parents make inquiries about the school, it is helpful 
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as it relates to the child. Only thus, in a school where there are 
a number of teachers and frequent shifting of student teachers, 
can some measure of consistency be maintained. 

In our opinion the most promising model is that provided 
by the open school in which children initiate learning through 
their own activities. The teacher, well-trained both in child 
development and in the nature of a young child’s learning, is 
a catalyst in this setting. She sets the stage, prompts with ques- 
tions or problems or materials, but does not take the job of 
learning away from the child. The teacher uses the child’s 
interaction with equipment, materials, and his environment as 
the basis of her interdisciplinary instruction and keeps in mind 
long-term goals for the children. 

Such a school, above all, encourages a child to choose from 
a number of options, to discover and develop his own interests, 
and to move at an individual rather than at a group pace. 


PRACTICAL CONSIDERATIONS 

Under ideal circumstances the education a child receives at 
nursery school may be, in some respects, the best he will receive 
in any formal way in all of his schooling. There seems more 
chance that his individual needs will be considered here, that 
the school program will be flexible, tentative, and modified to 
suit his individuality, and that there will be a staff adequate in 
size and ability to carry on education suited to his changing 
developmental needs. 

Regardless of the basic philosophy of a nursery school, ques- 
tions of building, finances, equipment, staff, curriculum, stu- 
dent body, and health regulations arise as common problems. 
Of basic importance are the different stages of growth of the 
children, the different abilities of each age group. The overall 
administration involves the theory of such differences as a pri- 
mary basis for the groupings of children. Chronological age 
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differences suggest three groups — at ages 2, 3, and 4 — or group- 
ings at 2 Ji, 3, 3^6, 4. Such groupings are not rigid cJassifica- 
tions. While the ages of the majority of children in each group 
actually do fall within the age range set up, children with 
greater or less maturity may be placed in groups that do not 
match their chronological age. The so-called exceptional child 
might be in any group. 

When a child’s behavior suggests in any way his unsuitabil- 
ity for his chronological age group, intensive observation or a 
staff conference often suggests either his placement with chil- 
dren of another age, or some different type of handling. He 
might attend school more or less frequently, or might be given 
some other special treatment in the group to which he is as- 
signed on the basis of chronological age. 

Information given during the introductory interview, and 
the teacher’s initial encounter with the child, are the usual 
criteria for the teacher’s first tentative placement of the child. 
When the placement is for any reason questionable, the teacher 
can explain to the parents the school’s system of grouping, and 
that changes often occur in the course of the year. Such com- 
munication with parents can afford an extremely valuable op- 
portunity to present the idea that behavior does not always 
match chronological age, and that children may not, in the 
ordinary course of events, be ready for what is currently consid- 
ered a first-grade experience exactly at the chronological age of 
six years. 

Applications for enrollment are perforce handled in quite 
individualized ways. In schools where there are more applicants 
than places, the school must determine its policy about what 
factors will influence selection. A child’s readiness, the parent’s 
reasons for wanting him to be in school, the appropriateness of 
the school for the child, the age range, sex distribution, and 
overall balance of the group arc matters which might influence 
enrollment. 

When parents make inquiries about the school, it is helpful 
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for them to come to visit, if at all possible, while the school is 
in session. When they visit, they have an opportunity to learn 
about the school at first hand, and to observe the teachers and 
children. Parents at this time may ask to take whatever steps 
are necessary for making a formal application. This often in- 
volves filling out an introductory report form giving pertinent 
information about the child’s developmental and health his- 
tory, and making a small deposit of money. 

Children may be considered for enrollment depending on 
their priority of application. When all places are filled, the 
names of additional applicants can be put on a waiting list. 
These children can be added to the group as vacancies occur or 
as groups are enlarged during the year. Sometimes schools like 
to reserve two or three places for the possible later enrollment 
of children who have special problems which might be helped 
through association with a normal group of children. Other 
schools may give priority in filling these two or three places to 
children of different nationalities, races, or religions. By spring, 
a well-functioning school usually has the enrollment for the 
following year in order, so that parents who are interested can 
be assured of a place for their child. Before the fall term, teach- 
ers generally get in touch with new parents to arrange an inter- 
view with mother and child before school begins. 

The number of times and the hours children attend school 
each week is an arrangement that varies considerably depend- 
ing on the philosophy of the school and the space available. 
Parents often select a school primarily on the basis of this 
arrangement. When all-day custodial service is not required 
because of a mother’s working, it seems better to modify hours 
of attendance with regard to the age of the child. 

Children of two have a satisfactory school experience if they 
come only twice a week for one and a half or two hours. 
Three-year-olds seem to thrive best on a fhree-moming-a-week, 
three-hour-a-moming schedule. Four-year-olds who do not nap 
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are able to attend school five afternoons a week (or five mom* 
ings if space is available). We have found, however, that a 
4-year-old usually does better with only three days a week of 
school. In fact, projecting into kindergarten, we wish that 
schools could more flexibly allow for an occasional Wednesday 
off for some children who would welcome a break in what 
seems to them a long week. 

The size of a group usually varies depending on a child’s age. 
If there is a 2-year-old group, it should be very small at first — 
starting with only four or five children, increasing perhaps to 
ten. The 3-year-old group might start with ten children and 
grow to fifteen; and the 4-year-old group might start at fifteen 
and grow to twenty. Midyear is a good time to consider taking 
in more children. An ideal teaching situation does not have 
more than five children for one teacher (usually four children 
to a teacher), and no group should exceed twenty-five children. 

Sometimes shifting of children from one group to another 
makes for more vacancies in one group than in another. In the 
last quarter of the school year, in the spring, when children 
spend much time out of doors, the head teacher may decide to 
take in more children if the groups seem to warrant such addi- 
tions. The spring is an especially good time to start 2-year'Olds 
who may be coming to the youngest group the following fall, 
since their adjustment to an already organized group is easier 
than to one in which the majority of the children are new. Such 
a nucleus of “old-timers” makes adjustment problems some- 
what easier in the fall. 

In the spring it is wise to prepare a calendar for the next 
year, which can be given to parents who plan to enroll children 
in the school. Parents need to know in advance the dates of the 
opening and closing school sessions, winter and spring vaca- 
tions, and special holidays. Many schools publish a newsletter 
once a month acquainting parents with the school's genera] 
policies and philosophy of education and giving information 
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about such subjects as transportation of children, scholarships, 
conferences, finances, proper clothing for children, their food 
and rest. This bulletin also helps parents learn one another’s 
names and the names of other children and of teachers. 

Since administrative arrangements are, in a healthy, grow- 
ing school, likely to be modified and improved as new personnel 
meet and exchange ideas, it is good at the outset for a school 
to prepare a loose-leaf booklet setting forth various policies in 
writing. These policies can be points of departure at staff meet- 
ings, where discussions can determine and refine what seems to 
work best in the dynamic relationships of parents, teachers, 
children, and community in the nursery school setting. 


HEALTH 

All nursery schools should arrange to have a pediatrician or 
other health person available during the school year for consul- 
tation regarding general health policies of the school. In addi- 
tion. schools generally require a statement from a family physi- 
cian to verify that each child is in good health and has had 
necessary immunization. 

At the first meeting between parent and teacher there should 
always be a discussion of health regulations for the school. 
Teachers ask a parent to keep the child at home when he seems 
not to be feeling up to par, whatever the reason. The child 
should stay at home for at least three days after he gives evi- 
dence of a fresh cold, or has had an elevation of temperature, 
rash, upset stomach, sore or discharging eyes within the last 
twenty-four hours. Parents should notify the school of the 
child’s exposure to any contagious disease and should keep him 
at home during the specified incubation period. If a child 
becomes ill at school, he should be isolated in a special room 
provided for this purpose, and his parents should be asked to 
come for him at once. 
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It seems especially important at the outset to enlist a pa- 
rent’s cooperation, since health regulations are managed largely 
by parents and teachers. It is worthwhile, therefore, to make a 
special point of urging parents to be observant, to watch out for 
any sign of colds or other illness before the child comes to 
school in the morning. Parents are more likely than teachers to 
be alert to any signs of impending illness: listlessness, over- 
fatigue, irritability, or any acting in ways atypical to the child. 
It is well to urge, “When in doubt, keep the child at home.” 

Teachers, too, are advised to be alert to signs of illness, and 
always when a teacher greets each child as he comes in the 
morning, she should have his physical well-being in mind. If she 
notes any signs of trouble before the parent leaves, she should 
suggest that the mother take the child home. If there is any 
indication of more serious trouble after the parent leaves, and 
the parent cannot be contacted, either the child’s pediatrician 
or one of the doctors available through the school’s consulta- 
tion service should be summoned. 

It is not necessary to have a special nurse on the staff to 
examine the children each morning when there is good coopera- 
tion between parents and teachers. Nor is it necessary, in our 
opinion, to have a teacher look at the throats of children rou- 
tinely as they enter school, since such a procedure might be 
frightening to many children. And in any case it seems that the 
average teacher cannot really see much from this sort of inspec- 
tion. As to contagious diseases, it is wise for schools to check 
annually with pediatricians to find out what the current rules 
are. Schools for young children must be especially concerned to 
protect pregnant mothers from exposure to certain contagious 
diseases. 

Generally, nursery schools are subject to health inspections 
from a member of the local board of health. These inspections 
may vary from one community to another and may vary with 
regard to the type of school. In any event the recommendations 
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of the inspector help maintain safe, sanitary, and hygienic con- 
ditions. 

In order to secure the approval of the health inspector, there 
must be adequate space (at least thirty-five square feet of free 
space for each child, indoors and out), there must be fire protec- 
tion, and facilities for adequate heating, ventilation, lighting, 
cleanliness, sanitation, and first aid. The inspector determines 
whether toilets and washbasins are sanitary and sufficient in 
number; advises about cleanliness in serving food and in sleep- 
ing arrangements; and warns as to what may be hazards to 
safety. He usually questions about provisions for the medical 
examination of children and provides forms which family 
pediatricians are requested to fill in. 


SAFETY REGULATIONS 

Parents and teachers are constantly concerned, of course, 
about the matter of safety in the school. Safety is very much a 
matter of proper equipment and adequate supervision. The 
health inspector advises about general safety precautions, and 
the fire department will see to it through their inspectors that 
the building has adequate exits and fire walls and doors. 

Equipment must be appropriate to the ages of the children 
using it, and must be sturdy and in good working order. Dan- 
gerous pieces of equipment such as swings and seesaws are not 
appropriate for young children. Fences and trees must be safe. 
Teachers must keep constant watch for nails that may stick out, 
splinters, rungs off ladders, loose portions of any piece of equip- 
ment. Chairs or benches that may slip should be protected with 
rubber caps; outdoor equipment that has become slippery with 
dampness should be dried before children use it. Broken glass, 
broken toys, holes in the ground, loose rocks that can be thrown 
must be taken care of. There should be access at all times to 
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someone who can immediately take care of any potentially 
dangerous equipment. 

Indoors a teacher must be especially careful that children do 
not put small pieces of equipment info their mouths or noses. 
Children must not run around with sticks, or with any sort of 
small equipment onto which they might fall. They should be 
discouraged from bringing such equipment as guns, knives, or 
ropes from home, for all of these are potentially dangerous. If 
they do bring such objects, these should be put away in a safe 
place while the children are at school. 

Supervision indoors (especially in old buildings) involves 
stairs: a teacher should always precede children going down, 
follow them going up, have children go one at a time, and 
emphasize that there must be no pushing. Obviously some ac- 
tivities, such as outdoor climbing, require more supervision 
than do others. 

This discussion of dangers may make the whole situation 
seem excessively dangerous. Actually, although teachers 
should be constantly aware, they should not be constantly ap- 
prehensive. A general observance of what is going on with all 
children and proper precautions with regard to equipment in 
general assure a minimum of accidents. Having basic rules 
which the children hear over and over again helps, too, and 
these rules should be strictly enforced. Such rules will vary from 
school to school. They may include such admonitions as "Don’t 
lean out of the window," "Don’t run down the slide," “Don’t 
stand up on the slide," "Nobody throws stonK.” 

In addition to all this, every school should carry some sort 
of accident insurance, and one or several of the teachers should 
have some training in first aid, A calm attitude, simple first aid 
equipment on hand, easy access to a doctor are all imperative. 
And when a child suffers any sort of accident, even though it 
may seem quite minor, the parent should be told about it before 
the child leaves school. 
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RECORDS— THEIR USE AND ABUSE 

Record keeping can be either one of the most useful 
and helpful of a teacher’s many activities, or at the other ex- 
treme can be one of the most useless, self-deceptive, and time 
consuming. Often a little thought given to the whole matter 
in advance can prevent literally hours of wasted time and 
effort. 


KINDS OF RECORDS 

Probably no two schools are exactly alike in the kinds of 
records which they customarily keep. However, here is a fairly 
basic list of the most commonly useful kinds of records. 

1. An introductory report form filled out by the parents 
before the child enters school. This includes such routine infor- 
mation as name, address, telephone number, birth-heallh- 
developmental history of the child, number of siblings, race and 
religion of parents. This gives information useful in daily prac- 
tice and for permanent records. 

2. Report of initial interview with mother (which takes 
place on her first visit to the school). This includes information 
on the child’s play interests, personality, general home adjust- 
ment, and also notes the teacher’s observations about mother- 
child interaction. 

3. Attendance records. 

4. The teacher’s report on the child’s first day at school- 

5. Records such as those described earlier which attempt 
some sort of systematic observation of each child in the class. 

6. Fatrly full, organized reports at intervals, perhaps once 
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or twice a year. A full report in January helps teachers to plan 
for the second semester. These more formal reports are based 
on the accumulation of other records. 

7. Extra reports on special problems brought up by parents, 
or including any special information which parents may give. 

8. Any kind of research records. These will of course vary 
depending on the research program which may be being carried 
out at the school. 

9. Any records of health which may be required by the city 
or state. These records would include the name and telephone 
number of the child’s pediatrician. 


USE OF RECORDS 

There are many ways in which well-kept records can be of 
considerable use in a nursery school. We do not have to try to 
convince anyone who has had even a little nursery school expe- 
rience that a school can be run better with the help of a judi- 
cious amount of note taking and record keeping than without. 

First of all, records are obviously useful for all sorts of 
routine reference purposes during any current school year. 
They are useful later in case a child’s physician or subsequent 
teacher needs information about him. Also in cases in which a 
child returns to the same school for a second year, records of 
earlier progress and behavior can be useful for comparisoii. 

For new and inexperienced teachers especially, the keeping 
of daily reports can furnish a good training device for sharpen- 
ing perceptions. Such records are especially useful in the train- 
ing of new teachers if they arc checked over by one of the more 
experienced teachers. Such record keeping helps a teacher to 
see behavior in perspective. Sometimes it may seem to a teacher 
that a child is making little progress in some desired direction. 
A check of current behavior against earlier behavior may show 
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that his progress is considerable (or vice versa). Well-kept and 
reasonably detailed records will enable a teacher to evaluate 
progress— her own as well as the child’s. 

Reasonably detailed records on individual children are use- 
ful in staff conferences when that particular child is being dis- 
cussed. Records can also be useful in preparing a teacher for a 
parent conference; and, during such a conference, can supply 
pertinent details which can help clarify or illustrate important 
points about the child in question. 


ABUSE OF RECORDS 

Quite as important as the correct use of records is the avoid- 
ance of their misuse. Possibly in no area of education have so 
many teachers spent so many hours in the ultimately pointless 
amassing of illegible, useless records as in the nursery school 
held. 

To avoid this easy error, any nursery school teacher who is 
keeping records should make a positive effort not to indulge in 
excessive note taking. She should be certain that any records 
she is keeping are kept for a purpose, and not simply for the 
sake of piling up records. 

Record taking (and here we refer chiefly to the daily narra- 
tive records which most nursery school teachers do keep) 
should never take the place of good observation, thinking 
about, and analyzing behavior. 

The sheer amassing of records in minute detail does not 
necessarily result in good research (when records are being kept 
for research purposes). Record taking for research should prop- 
erly be selective and well thought out. A good deal of extremely 
careful thought and planning should precede the gathering of 
any research data. Research records are seldom any better than 
the thinking of the individual who makes them. Research direc- 
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tors have long since given up the futile hope that valuable 
research results will spring full blown from piles of daily rec- 
ords kept in great detail but with no special forethought. 

Other special prohibitions which should be kept in mind 
include the following. 

Records should not be too complex and cumbersome. Nor 
should they be illegible. If kept, they should be communicable 
from one generation to the next. (Certainly from one year to the 
next.) Sometimes making a digest or summary of daily records 
can pull them together and make them more useful to some- 
body else. 

Any lack of respect for the confidential nature of nursery 
school records is an abuse. Parents should never see these rec- 
ords. Nor should they be discussed outside the school, socially 
or otherwise. It is a very easy and natural but unfortunate 
mistake for teachers to discuss school happenings outside of 
school, in the hearing of other people. 

Material in records should as far as possible be reasonably 
objective and unbiased. Having head teachers examine the rec- 
ords, and having them reviewed and discussed in staff confer- 
ences, can help to keep them objective. This does not mean that 
they should contain no adverse comments, but such comments 
should be supported by specific data. 



8 


Purpose, Program, Questions 


PURPOSE 


A common and sometimes derogatory question often asked 
about nursery school is “Do the children just play?” Of course 
there is much more to nursery school than “just” playing, in the 
sense that the question is usually meant. But even just playing, 
in a well-planned and suitable situation, could justify the exis- 
tence of a nursery school, since it is to a large extent through 
play that the young child learns about himself and his environ- 
ment. In the nursery school this learning can be carried on in 
the best of ways and in a spirit of fun. 

However, a well-planned nursery school offers much more 
to the child than “just" play. It gives him a chance to spend 
time in a physical environment which is scaled to and planned 
for him, and where there are a minimum of negative regulations 
about what he cannot touch and do. He can enjoy a wide variety 
of materials, not only in the numerous toys that are offered, but 
in music, books, and art. He can also play with a number of 
c ildren near his own age, and he can increase his awareness 
of the world by the richness of things around him that he is 
helped to understand. 


A child learns a great deal about personal relations in his 
ssocia ions with other children. One humorous statement as to 
the purpose of nursery schools describes them as “places where 
chddren hit one another over the head, under supervision.” 
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Of course, there is inevitably plenty of open aggression 
among young children. Nursery school not only helps them get 
nd of aggression, but, when the aggression is excessive, it pro- 
vides opportunity for adults to find out why such aggression 
exists. Problems involving excessive hostility, excessive energy, 
or frustration, which show themselves in aggression, can often 
be worked out. On the other hand, a weak or timid child may 
be encouraged to stand up for his rights by the teacher’s saying 
to the aggressor, “You better be careful or he might hit you 
back.’* Such a statement frequently gives the weaker child the 
notion that he actually might! 

In general, however, the teacher can show children ofher 
ways of solving problems than simply by means of aggression. 
Through judicious intervention, and through the use of lan- 
guage, children leam to respect one another’s rights, ideas, and 
belongings, and to develop a sense of fair play in their dealings 
with one another. Nursery school provides guided socialization 
in giving children techniques for managing personal interac- 
tions. They leam the concept underlying good manners: consid- 
eration for the rights of the other person. Of course, develop- 
ment in good relationships is a long, slow process, and 
accomplishments will vary with different ages and individuals, 
but such learning can at least be begun. 

Through playing with others a child is encouraged also in 
both spontaneous and in conforming play. When his spontane- 
ous ideas are accepted and appreciated by others, as the basis 
of play, he is encouraged in his potentialities. Also, children 
who are nonconformists, but who have the opportunity to see 
others going smoothly and easily through routines, may in time 
accept group activities, too. 

The child’s experience is broadened in school by having to 
share the experiences of different kinds of children. He learns, 
too, to appreciate children with handicaps, and those of differ- 
ent racial backgrounds. 

And in his relationships with the teachers, a child broadens 
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his social horizon to include adults who understand and accept 
him in what may be to him unusual ways. Often such an associ- 
ation is the first a young child has with an adult apart from his 
parents; in it he can enjoy a friendship based on confidence that 
no matter what he does he will always be protected and that his 
behavior will be interpreted with reason, not prejudice. 

A child not only has the opportunity to enjoy richer matenal 
and more complex social surroundings at school than he would 
have at home; he also has an opportunity here to develop his 
potential in a new way. Nursery school allows a child to func- 
tion where he is developmentally, and at the same time stimu- 
lates him (but never forces him) toward the next stage of 
growth. And he is always encouraged in the development of 
basic values: a sense of curiosity, of resourcefulness, of achieve- 
ment and responsibility, at whatever level. 

Such growth takes place in an environment where a child 
has the help of teachers especially concerned with promoting 
growth in terms of his own personality. It is often much more 
difficult for a parent than for a teacher to accept a child’s basic 
personality. Parents arc frequently more directive, more con- 
cerned to make the child fit preconceived patterns, than is the 
teacher. So the child can have a sense of freedom at school that 
he often does not have at home. Freedom comes, too, in that 
for at least a few hours each day he is released from his inces- 
sant battle with his siblings. Tendencies to battle at school 
usually do not have such deep-seated emotional bases and are 
in any event lessened because of increased supervision and plan- 
ning. 

School gives the child a life of his own, and in so doing 
sometimes gives him a new perspective on his family and a new 
status therein. He gains a new importance in going to school, 
as do the older children, and in having experiences to tell to his 
parents. Going to school often breaks into a situation at home 
that has become child-centered. In going to school the young 
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child may on the one hand increase his importance in a new 
way, and on the other hand may modify a too egocentric posi- 
tion. His making a satisfactory adjustment to school will give 
him a sense of independence, will get him used to the idea of 
getting away from his family. And an adjustment to school at 
the nursery school level may help the child who has trouble 
with such adjustment to have a less stormy time when he goes 
to kindergarten or first grade. 

For the parents, too, a nursery school serves many purposes. 
Sometimes, without even the necessity of a teacher working 
with the parents, just the new experience of having the child go 
to school, with the lessening of home tensions which this brings, 
indirectly solves difficulties about feeding, sleeping, and elimi- 
nation. In any case, nursery school helps considerably in giving 
the parent of the preschool child a breathing space. During 
these earliest years the parent-child relationship is often too 
intense and continuous. Home time can be happier if both 
parent and child have a little relief from one another. Siblings, 
too, benefit from the lessening of tension that can result from 
periods when the mother does not have too many children 
among whom she must divide her attention. 

The nursery school is important for teachers at all levels and 
for the community in general. The school can serve as a training 
Center for teachers and as a source of information for parents 
and teachers who want to know more about children. Medical 
students, nurses, social workers, psychotherapists, recreation 
leaders, religious leaders — anyone who wants to know more 
about what young children arc like will profit from periods of 
observation in a nursery school. A well-run nursery school can 
also be used as a center of research, with observations directed 
not just to general learning, but with meaningful specific ques- 
tions being asked and answered in the course of observation. 

In the final analysis, the chief function of a nursery school 
is not to prepare children for the future. It is to help them Icam 
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to live and leam now. The school enables them to dare and care 
to make decisions, to organize experiences, to utilize knowl- 
edge, and to develop and extend their intellectual and emotional 
resources. 


CURRICULUM 


The curriculum' in a nursery school consists of those 
materials and experiences which promote constructive learning 
in children. The teacher must provide carefully planned and 
suitable tools for learning, with relevance to the child’s intellec- 
tual, artistic, and social achievements and with regard to the 
ways in which children’s lives can be nurtured and expanded. 

Children leam in many ways. There are learning possibili- 
ties in every activity in a good program. Art, music, literature, 
science, social science, mathematics all provide disciplines that 
can be appropriately interpreted for young children, and all 
suggest specific materials that children can use to arrive at 
knowledge in these areas. Although we have mentioned the 
isaplines separately, in reality, they are woven together in 
such a way that each child and each group has a balanced 
overa experience, and the interrelationship of materials and 
knowledge is constantly prevalent. The teacher is the integmt- 
ing element She brings each activity to the children in ways 
that stress their relationships to one another and their relation- 
snip to earlier experiences. 

M^erials in a classroom arc of most value when they can 
toH Materials relate 

toacMdsmterestand should bereadilyavailableand manage- 

able. Teachers see to it that children can experiment, can suc- 

Toung Children reader is referred to Helping 

E* Mmill I^ib!lshlAg Co » 1 97/) ^ al , Jd ed (Columbus, Ohio Charles 



PURPOSE, PROGRAM, OUESTIONS 1 27 


ceed, and can progress toward increasing complexity and 
competence in their encounters in the classroom. 

Manipulative materials must be supplied in great diversity, 
with no “sets” for the entire class; and children must be allowed 
to work directly with them. The environment should provide 
materials developed by the teacher and children, and also com- 
mon everyday materials such as rocks and sand, water, pets, 
plant life. “Found and scrounged” materials encourage teach- 
ers and children to see new uses in ordinary materials: egg and 
milk cartons, plastic boxes, styrofoam, floor tiles, wallpaper 
samples all have potential educational value. The range of 
materials and activities provided could include the following. 


1. Art Experiences: Painting— tempera, watercolors. finger- 
paints, spray, string, easel, spatter. Drawing — pencil, crayon. 
Magic Marker, etc. Blackboard and chalk. Collage. 

2. Crafts: Clay modeling, playdough, sculpture with soap or 
wood, papier-mache, origami-paper sculpture. Printing vege- 
table, letter, linoleum block, or wood block. Mobile construc- 
tion. 


3. Carpentry. „ . , 

4. Imaginative play: Housekeeping comer. Small animals, 

planes, cars, garages, stove, puppets. 

5. Music: Singing, rhythms, instrumental, listening tn mu- 

*'6. Dance: Free expression, hallet, rock and roll, folk dance, 

body awareness. ... . ^ 

7 Science: Scales, magnets, timer, clock, incubator, ther- 
mometer. magnifying glasses test tubes, animal cave 
aquarium, terrarium, materials for plant care, or for study of 

weather, ecology, machinery. 

8 Play with Natural Matenals; Water play, funnels, pans, 
dishes wmering cans. Sand play, indoors and outdoors. 

9 Construction: Wooden blocks, boxes, packing crates. 
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Lincoln logs, Tinker toys, Lego blocks. 

10. Fine Motor Manipulation; Small wheel toys, such as 
cars, trucks, tractors. Puzzles, flannel boards, pegboards. Also 
stacking and nesting and balancing toys. 

11. Drama: Puppetry, dramatic games, acting activities 

12. Gross Motor Play; Indoors — hollow blocks, rocking 
horse, rocking boat, punching bag, climbing ladder, steps, jun- 
gle gym. Outdoors — jungle gym, wagons, cars, pedal toys, tri- 
cycles, balls, tires, large hollow pipes or barrels, slides. 

13. Books: These should be supplied in diversity and profu- 
sion, including reference books, children's literature, and 
“books” written by the children themselves. 

14. Homemaking Arts: Materials to be used in cooking, 
sewing, cleaning, gardening. 

15. General Games; Circle games, team games, musical 
games, classification games. (Many of these actually do not 
require any very special materials.) 

16. Letter and Number Learnings: Counting frames, tactile 
letter and numeral blocks, Cuisinaire rods, parquetry blocks. 

17. Social and Language Development: Tape recorder, 
typewriter. Lotto game, phonograph, TV, radio, letter-writing 
and book-making materials. 

18. Field Trips: Hospital, pet store, grocery store, construc- 
tion site, subway, farm, factory, zoo. 

19. Ethnic Studies: Holiday celebrations, traditions, simple 
exposure to foreign languages, books dealing with minorities. 

The materials and activities listed are suggestive only. There 
is no standard list. Many more could and should be added. 
Teachers should be involved in selecting, ordering, and making 
materials. Play with materials, when guided by a sensitive 
teacher, provides a wealth of opportunities for learning. While 
busy hammering or sawing, blowing bubbles or pounding clay, 
building with blocks or knocking them down, feeding a rabbit 
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or watching him hop, the child is learning about forces of 
gravity, balance, weight. He is learning meanings of words such 
as fast, furry, heavy, soft. 

While reading and writing should not be taught in a formal 
sense, the young child is noticing shapes, sizes, coiors, ietters, 
and numbers. Thus introductory phases of reading, writing, 
and arithmetic are presented daily in a rich preschool program. 

Activity is the medium of the young child’s learning. He 
explores, he manipulates, he practices, he acts. Such activity 
and the materials with which he acts provide the curriculum in 
the nursery school. Children invest materials with multiple 
meanings, uses, and interpretations. 


SCHEDULING 

We have found that a program with a planned schedule, 
although a flexible One, seems best to meet the needs of the 
children in our groups. Although any group in general follows 
such a schedule, individual children frequently do not. How- 
ever, there is always an effort to see to it that each child has the 
opportunity to enjoy as much of Che program ss possible daring 
each school session. 

Some children tetid to get stuck in one activity during the 
period of free play, and it is helpful for teachers to introduce 
them to other activities from time to time. Children are encour- 
aged not only to play but to talk, to reflect, and to laugh; to play 
and work in small and large groups; and to play and work 
alone. Younger and older children visit one another’s groups. 
They especially enjoy this visiting for such experiences as mu- 
sic, when music is offered as a group activity. Also the usual 
program is put aside on special days in favor of such things as 
a parade, cooking, visiting a nearby garden or museum or fire- 
house. 
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Yet a schedule provides a general basic framework for the 
day at school: large areas of activity are planned and usually 
occur in sequence, although times for each activity vary consid- 
erably. One good overall plan involves outdoor play followed 
by indoor, and ending with outdoor. But even this plan may 
vary according to the weather, the needs of the group, or the 
mood of the group. Children in nursery school have little 
awareness of time, so that teachers determine whether outdoor 
play shall last for fifteen minutes or sixty, for example. 

Children seem to vary in their need of structure or per- 
missiveness in a program. A nursery school is uniquely able 
to adapt routines and expectations to the individualities of 
the members of each group. In the course of a year children 
may modify what initially may seem too great a reliance on 
structure, or too great an inability to follow a routine or 
adapt to a group. Such changes are most likely to occur 
when the child has opportunities for both “free” and “con- 
trolled” experiences so that he can find out the pleasures of 
both. In the nursery school program, opportunities for struc- 
ture arc particularly afforded during the group music or 
story period, when almost all the children together partici- 
pate in music or listen to a story. 

A sample allotment of time and activities for the 2- and 
3-year-old groups is substantially the same, except that the 
2-year-olds go home at 1 1 :30 instead of 12:00 and consequently 
all activities are somewhat shorter. A typical schedule for the 
day for 2- and 3-year-olds might be as follows. 


Outdoor play 

Indoor free play 

Music, singing, and rhythms 

Milk and crackers 

Stories 

Outdoor play 


54 hour 
1 hour or more 
20 to 30 minutes 
10 minutes 
10 to 20 minutes 
Until they go home 
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When the children first arrive, parents bring them outside, 
except in the unusual instances when children prefer to start the 
morning indoors. The outdoor period at the beginning and end 
of the morning takes advantage of children’s being in their 
warm garments at the beginning and close of the school session. 
Parents have a minimum of delay in picking them up when they 
are already dressed, and teachers have to undress and dress 
them only once. 

With the younger children, it seems preferable to have a 
period of free play preceding the more formal music period, for 
the average young child is quite eager to explore and play as 
soon as he comes into school. Indeed, many cannot even wait 
to have their hats and coats off, but rush at once to their favorite 
activities. When music is introduced, it works best to put away 
as many toys as possible; big toys, such as rocking boats, horses, 
cars, must be moved away from temptation. Insofar as possible, 
children must be encouraged not to hold toys as they sit on the 
floor for the music period, for if they do, inevitably a contest 
arises as to who should hold each toy, and the music period can 
be distracted by such disputes. 

Four-year-olds tend in general to stay with their interests 
longer than do Threes. Although the general allotment of time 
for various activities is substantially the same as for the younger 
groups, there is more likelihood of a variation in the program, 
since Fours may get carried away by a group project and teach- 
ers will not want to interrupt them. There is more place for 
special projects with the older children, too, such as long dis- 
cussion periods at music time about something a child or 
teacher may bring in (a praying mantis, a picture of some 
Indians, for example). Or a larger number of the group may 
engage in a project such as the painting of a mural on a long 
stretch of brown wrapping paper on the floor. Fours have a 
great interest and considerable talent in activities that require 
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fine motor skills, and elaborate projects with clay or poster 
paper may get under way. 

Music period comes after the outdoor period, except on 
rainy days, when it follows free play. Those who do not care 
to have music can stay outside longer. Fours like to have such 
choices of activity. After music they need a brief “thinking” 
period to decide what they will do next; this prevents a wild 
scramble to a single activity and encourages a more thoughtful 
approach to an activity. 

Fours can have a resting period, looking at books, after their 
free play. They sit on pillows, look at books, listen to music, or 
chat quietly with one another. Such a resting period is more 
successful with Fours than with the younger children, who are 
apt to grab books from one another and become raucous and 
playful. A number of the older children lie down and rest at this 
interval before milk-and-cracker time. 

A good basic schedule for 4-year-olds involves the following 
general allotments of time. 


Outdoor play 
Music 

Indoor free play 
Rest 

Looking at books 
Listening to phonograph 
Talking, lying down 
Milk and crackers 
Stories (children leave when 
they wish) 

Outdoor play 


30 to 40 minutes 
10 to 30 minutes 
40 minutes or longer 
IS minutes 


5 to 15 minutes 

10 to 30 minutes 
Until they go home 
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QUESTIONS 

There are four important questions relating to nursery 
•school which are commonly asked. The first is Should erery 
child attend nursery school? 

Our answ er to this question is “No.” We feel that there are 
certain exceptional cases where it is better for a child to stay at 
home in these earliest years. Among these main exceptions we 
mention the extremely immature and dependent child who suf- 
fers more from leaving his mother than he gams in the school 
experience. Such children need more years at home, it seems, 
before they are ready for school. 

Other children present a similar problem of nonreadiness, 
although not because of immaturity or dependence — perhaps 
rather simply because of basic personality factors. Such chil- 
dren take too much out of the teacher and parent in the process 
of getting to school and adjusting to it. Difficulties in such cases 
can become so exaggerated that it doesn't seem w’orth the com- 
plications for what the children get out of it. Sometimes such 
children merely need to win their right to stay at home if they 
want to — then they decide to attendl 

We must also keep in mind that there are children who 
adjust well and enjoy school at one age, but who may do less 
well at another. Thus some adapt well at three, but at four 
either have a sufficiently rich life at home to satisfy their needs, 
or suddenly become dependent. If this is the case, there should 
be no reluctance on the part of parents to allow their childrCT 
to discontinue schooL After a brief vacation, many such chil- 
dren are eager to return. 

Another exception b the child who has a very full life, with 
many pla>Tnatcs and good play opportunities, and who gets on 
Well at home and in hb neighborhood- When such a happy 
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existence would be unhappily interrupted, and if the inconveni- 
ence of traveling to school or the expense of school might 
present a problem, school might well be considered unneces- 
sary. Such a child might well enjoy nursery school and profit 
from it, but in his case school could not be considered a real 
need. 

Finally, if a child is highly susceptible physically to colds 
and illnesses, or if he becomes so tense and tired at school that 
he cannot nap at home, and is as a result very disagreeable, 
attendance at nursery school might be unwise. 

In general, however, we feel that most children do benefit 
very considerably from nursery school. Probably in general 
there are more Twos who really would not benefit from school 
than Threes. At all ages there are those who will have trouble 
in adjusting, but once they get over their initial adjustment 
difficulties — and even in the process of working out such diffi- 
culties — nursery school has very much to offer in promoting 
and enriching their growth. 

A second question which frequently arises is JVon 't the child 
get tired of school if he starts so early? Again, our answer is 
“No.” But of course much depends on the kind of nursery 
school. Some schools have stereotyped, uncreative programs, 
unchallenging to children after the first few weeks. The same 
program may be offered over and over with an inflexible kind 
of routine, with what seems a talented lack of ingenuity. 

As a rule, however, school can offer something vastly differ- 
ent each year to each child. Almost any appropriate materials, 
with skilled guidance, enable a child to experience the satisfac- 
tions of the age he is and stimulate him to growth toward the 
age he is to become. Thus, even though a child seems to be 
working with the same materials at different ages — blocks, 
paint, clay, crayons, for example — he would use these materials 
in different ways, satisfying different needs, depending on 
whether he was two, three, or four years old. The materials 
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themselves become different tools as the child himself changes 
and their use is adapted to his growth. Teachers who are sensi- 
tive to growth do not attempt to confine experiences to rigid 
patterns. School is a constantly growing experience, each year 
different from the preceding year because each year the child 
himself is different. 

So, unless the school is extremely impoverished and rigid, 
the child does not, as some people fear, have the same thing year 
after year till he gets to kindergarten or first grade. Nursery 
school attendance should not lead to boredom. Some especially 
uncreative children are bored no matter what is offered, and 
such children, of course, need special attention. But the average 
child in a good nursery school finds each year full of exciting 
explorations. 

A further question asks. Should nursery school be part of the 
public school system? Certainly there are many hazards to its 
inclusion. Nursery school is expensive. It requires a good deal 
of space, a good deal of equipment, and a trained staff. It 
requires great flexibility, great understanding of children, great 
willingness not to have a too formal teaching situation. 

Yet the nursery school can at its best provide the closest to 
an ideal educational situation that we have to offer the child, 
and insofar as this is true public schools would, if such inclusion 
were feasible, greatly benefit from what the nursery school has 
to offer. 

A final question, which we have already discussed, is Vo 
children learn anything in nursery school or do they just play? 
We have already answered this question in the pages just 
preceding. However, we might elaborate on our answer here, 
since this topic is currently so highly controversial in educa- 
tional circles. 

There are at the moment many strongly vocal adherents of 
the point of view that preschoolers should not be allowed to 
“waste” these precious early years in mere play, but rather 
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shouM be given formal instruction in reading and arithmetic as 
early as three years of age. The assumption of these educators 
appears to be that the usual nursery school curriculum consists 
chiefly of messing about with paint and clay and, as noted, of 
“hitting each other over the head, under supervision.” 

These individuals forget that play is the child’s work, and 
that as he plays in nursery school he lays the groundwork for 
the more specific and fonnal academic learning which will 
follow. 

As the preschooler plays in nursery school he learns about 
people, both adults and children, and how to get along with 
them. He learns about space and time, about books and words, 
about numbers and letters and shapes and textures. He learns 
to express his own growing abilities in all areas at the level he 
himself has reached rather than in the way and at the level some 
formal system of education might require. 

Schools for young children have long been aware of develop- 
mental progressions in learning. Children spontaneously use 
numbers at a very early age, and may have the first stimulus to 
counting in their own ten fingers. Young children see geometric 
forms in their buttons, in bars of soap, pieces of bread, crackers. 
They do not necessarily need exercises with wooden circles, 
squares, and triangles to teach them what forms are. They 
spontaneously practice and enjoy putting events in a series in 
the routines or rituals they set up for themselves, in the songs 
or rhymes they prefer, in the ways they arrange objects that 
come to their hands — blocks, raisins, beans, cereal. They do not 
need exercises with work books to teach such ordering. They 
practice writing on their own, given a crayon and paper, 
through scribbling, through making vertical and horizontal 
strokes and concentric circles. They naturally and properly 
experiment with upside-down forms, and left-to-right and 
right-to-left progressions, before they settle to our culturally 
established ways of producing written symbols. 
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Experiences with all these interests develop and are fostered 
by the teacher’s attention and praise, by relations with other 
children, by opportunities to attach words or other symbols to 
experiences and to question their meanings and relationships. 
Schools for young children recognize that the child needs to 
have around him materials and people that provide many ways 
to help him express himself. He needs to hear many words, to 
associate them with objects, and to see words in print. He must 
have a wide acquaintance with many books that he enjoys. He 
needs such objects as blocks, sticks, beads, number frames to 
help give form to his number sense. 

No child should be forced to use some single approach to a 
learning situation to the exclusion of other approaches, or be 
forced into any learning before he is ready. Basic in the philoso- 
phy of early childhood education is an appreciation of the 
undesirability of having only one system, or of having any 
learning started at an arbitrary time. It is important, for the 
development of all skills, to have a wide variety of materials and 
a teacher who knows how and when to utilize them. Children 
need to have ideas presented in many different ways and at 
appropriate times. They learn that tasks are in some ways simi- 
lar before they can come to abstract principles or can under- 
stand basic structures. 

Learning becomes meaningful as it is assimilated into a 
child’s complete schematic framework. Too great attention to 
the learning of single tasks very often neglects the exploration 
of how a child comes to learning in primitive, spontaneous 
ways, how he has been changed in his learning, and how he can 
bring creative insights to his learning by approaching what he 
knows in different ways. 

Jjj jshorL though the nursery school as h Is custoncwriiJy 
conducted does not constitute a formal learning situation, in 
actual practice learning and play are often indistinguishable. 
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Physical Plant and Equipment' 


Ideally, the nursery school building should be one which is used 
exclusively for the purposes of the school, so that it can remain 
set up and not be used by others. Since some nursery schools 
are used part of the time by church groups, or by clinics, or are 
part of a home or a larger school, so that the rooms must be 
used by other people when the members of the nursery school 
are not there, the equipment and space may have to be chosen 
with these other groups in mind. 

Some nursery schools are especially built to be nursery 
schools. Others may have been made over from a building 
which formerly had other uses — an old house, a store front, a 
warehouse. A. new school, built with the needs of the young 
child in mind, obviously has many advantages. It can be all on 
one floor, with ready access to the outdoors from the school- 
rooms. It can be protected from traffic and other hazards and 
can have adequate space, heating, lighting, and ventilation. 
There arc a number of advantages to an old house that can 
be converted into a school. The homelike atmosphere of such 
a building, both outside and inside, is appealing to young chil- 

1. The descnption of physical appointments of a nursery school given m Ihis 
chapter is not meant to be comprehensive Such information as is offered here is of a 
general nature Readers who plan to organize a nursery school for the first time and 

T»ttd specific ^rifom&tion about buildings and materials will find more detailed 
mformation elsewhere, as in H and E. Waechler, Schools for the Very Young (New 
York F W Dodge, 1931) 
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dren in that there are often many rooms and hallways, allowing 
for a flexible handling of groups. Rooms for special activities 
are possible, such as a quiet room, a noisy room, a music room, 
a carpentry room. 

Old houses also usually have odd-shaped rooms, rather than 
the standard rectangular rooms characteristic of most schools. 
L-shaped rooms, for example, offer a tremendous and desirable 
amount of visual and acoustical separation. The upstairs rooms 
in an old house can provide much-needed facilities for informal 
gatherings, places for parents and teachers to meet, a cur- 
riculum resource center for teacher and parent workshops, 
office space, or the usually much-needed space for storage. 

Also teachers are not likely to worry, in an old house, that 
children may harm or damage the building, and the variety of 
space stimulates teachers to experiment with ideas as to how the 
existing rooms and home furnishings might be used. 

The main drawback to such a physical plant is the difficulty 
of supervising so many different rooms. Of necessity, many 
teachers are required. Meeting health and fire regulations is 
more difficult, too, and there are hazards to safety in the steps, 
which must be very carefully supervised at all times. Old build- 
ings are harder to keep clean. Teachers must work hard at 
painting and decorating to keep appearances in good form. 

Whatever the physical plant, it seems wise at least to have 
a separate room for each different age group, and if possible, 
each group of children should have immediate access to its own 
play yard. 

In recent years the study of arrangements of space for young 
children has become quite sophisticated. Rigid, barren class- 
rooms with sets of materials and cumbersome stereotyped fur- 
nishings arc unacceptable to modem educators. The new ap- 
proach emphasizes a preference for movable furniture that 
takes up little space. Indeed the “furniture” in the most attrac- 
tive classrooms can scarcely be considered furniture at all. 
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Teachers rely, instead, on tables of varying shapes and heights 
built from telephone spools or from fiberboard tubes topped 
with plywood or firm tri-wall materials. 

Stools made from tubes can be individually printed and 
decorated by children and can also be used for personal storage. 
Slabs of wood are used for low tables. Low carpeted platforms 
and risers add cozy areas and provide additional seating. Mul- 
tileveled structures are places for large and small groups. 
Couches, armchairs, pillows add homelike, intimate touches. 

Walls are often covered with washable vinyl, which accepts 
staples and thumbtacks for making displays or hanging chil- 
dren’s art work. A number of areas are carpeted, especially 
those designated for reading or for quiet play. The use of color 
delineates spaces, as do bookcases, plywood coated with chalk- 
board paint (so that dividers are also furniture). 

Mobiles, sculptures, plants, art, bird cages, books, and dis- 
plays of all sorts as well as careful consideration of lighting, 
color, and textures, bring various sensory satisfactions and 
stimulation to the children. 

Classrooms can be organized into different activity areas, 
and such areas should be located in terms of their functional 
interrelationships (quiet, noisy, messy, clean) and should be 
scaled to accommodate up to four children comfortably. In 
addition, some areas should be expandable to accommodate 
larger groups. Materials should be stored and displayed so that 
children have easy access to them, and so that they can be 
restored to their places easily. Materials for the various aspects 
of the curriculum, described earlier, are thus attractively and 
conveniently arranged and placed in such a way as to maximize 
their learning potential.^ 

General planning for space must include toilet and washing 


2 Forlher information about classroom space and furnishings will be found in 
SchMisfor Early Childhood A Report from Educational Faciltues Laboraiones, Library 
of^ngress dialogue No 7S-1 39586, September 1 950 Also m "Makwg Hard Rooms 
Soft Rooms, by Anita Olds, Learning, November 1972, pp 36-42 
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facilities, space for children’s wraps, for storing little-used 
equipment, for setting out milk and crackers. The physical 
plant should also include an office or room where parents and 
teachers can go, apart from the children, to work or talk or 
telephone, a place where adults can leave their personal belong- 
ings, and where records and reports about the children and 
business records can be filed, whether these be upstairs or 
downstairs. 

If it is at all possible, there should also be provision for 
one-way screens for parent observation and guidance and 
teacher training. These can easily be made by screening off with 
ordinary wire mesh a room in which no light comes from 
behind. The wire mesh should be painted with thin white paint 
on the side toward the children.^ 

The physical plant includes outdoor as well as indoor space. 
The best outdoor space would include seventy-five to one hun- 
dred square feet for each child on the playground. The outdoor 
area should ideally be adjacent to or at least fairly close to the 
indoor area. Safety must especially be kept in mind outdoors, 
since there is likelihood that the outdoors will offer more gross 
motor activity and equipment than the children have indoors. 
The play yard should be so constructed that children will be 
visible at all times; there should be no hidden comers where 
they can get out of sight. And the whole area might well be 
enclosed with some form of fencing, with strong gates secured 
by a catch on the outside. 

Some sort of outdoor shed should be available for storing 
equipment. Such an enclosure might be large enough to provide 
a retreat in the winter for children who have become cold, yet 
are not ready to go indoors. Pets, too, can be sheltered in such 
a place. 

It is most satisfying if the outdoor area provides growing 

3 Arnold Cnell, et al . The First Five Years of Life (New York Harper & Row, 
1940), p 356. 
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things. Children greatly enjoy flowers and shrubs, particularly 
those they can touch and pick. Trees are good, too, especially 
those with low, strong branches which can be climbed, such as 
fruit trees. The availability of dirt to dig, and grass to lie or roll 
on, svtamn leaves to pile and toss makes the outdoors more 
enjoyable. There is need, too, of course, for a hard surface for 
riding tricycles and wagons, and maneuvering mechanical toys. 
Hard surface and dirt surface areas may be separated by means 
of fences. Younger and older groups may alternate in each area 
at the beginning and end of the morning, so that they have 
experiences with different outdoor spaces each day. 

Sometimes it is helpful to have a “noisy” room — an indoor 
space near an outdoor area — equipped with mats, climbing 
apparatus, carpentry tools. Here two or three obstreperous chil- 
dren can be taken aside and allowed to expend excessive energy 
in legitimate ways. 

Nursery school teachers can be inventive in using what is 
already part of the outdoors as equipment. We have already 
mentioned the value of trees, flowers, and leaves. Imaginative 
teachers can plan pieces of equipment to fit a certain terrain or 
can have local carpenters build such equipment as a bus or a 
cage house, whose barred walls can allow exciting zoo play of 
the animal-children. Even such things as a section of a tree 
trunk stripped of its bark and properly treated to withstand the 
outdoors can be used both for climbing or imaginatively as a 
bus or car. A dentist’s chair or a discarded rowboat or any such 
object has its special possibilities. 

Simple but very effective equipment may be suggested by 
packing boxes, about three feet high. Several of these boxes can 
be connected with six-foot-long plywood boards, about three- 
eighths of an inch thick. Such connections make wonderful 
bridges, and the resiliency of the boards makes them suitable 
for “jumping” boards. 

Large outdoor equipment usually includes a slide, a jungle 
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gym, a sandbox with a good plywood cover. Smaller pieces of 
equipment can include one large and two smaller tricycles, two 
wagons, two cars, a steam roller, balls, and various kinds of 
digging equipment — trench shovels, pails, spoons, a tire for 
rolling, paint brushes and cans for outdoor “painting” with 
water, some sort of hose (unattached) to use with the cars. 

Our particular concern is to avoid the use of stereotyped 
equipment. Imaginative teachers can train themselves to look 
at equipment from a child’s point of view, to discover uses and 
possibilities in everyday objects which are sometimes more 
effective than expensive standardized equipment. 
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Adjustment 


GENERAL CONSIDERATIONS 

Most children — and many adults — tend to find adding some- 
thing new to their lives both stimulating and difficult. Adding 
something new means growing, and periods of growth are often 
painful as well as rewarding. We have described age periods 
when a child is thrusting forth in new directions, his periods of 
advancement in growth, as periods of “disequilibrium” which 
make him troublesome to himself and to others. The very young 
child is, of course, not sufficiently self-aware to know what is 
happening to him. He may feel unusually stimulated, tense, and 
excited. He may be frightened and anxious because of new 
feelings and experiences that threaten his relatively secure way 
of life. 

From the very beginning of life the child must adjust to a 
variety of internal and external stimuli. A major and dramatic 
adjustment is demanded when he changes life in the uterus for 
life outside the mother’s body- The mother helps in this adjust- 
ment by giving affection, food, and warmth. More changes 
come with creeping, with walking. Fresh areas of the environ- 
ment are made accessible, and as the child moves out in his 
exploration of space, new demands are made on him with re- 
gard to what he may or may not touch, what is dangerous and 
what is safe, what may bring pleasure or displeasure to himself 
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and to the next most important persons in the world to him — 
his parents. So even before the child begins nursery school, both 
he and his parents have already worked at problems of adjust- 
ment. 

Although many parents may already be aware of the man- 
ner in which their children customarily handle new experi- 
ences, they may not realize that patterns of adjustment are 
likely to be repeated and are intimately involved in patterns of 
personality. Even the force with which children react to the 
stresses of biological growth is often predictable. Some children 
hit the “bad” stages of growth more violently than do others; 
for them the stages of 21^, 3 Vi, 4 Vi, for example, may be more 
tempestuous, or of longer duration, than for other children, 
who are able to assimilate forces of growth more smoothly. 

Adjustment to new experiences in the environment also may 
follow a pattern. Some children have so many positive abilities 
that they have tools for successfully meeting new situations. 
And a past series of successful life experiences tends to build up 
a feeling of confidence in children, which is progressively help- 
ful. Such children seem to like everyone and to think everyone 
likes them, so that they approach new experiences positively 
and successfully, and they often spontaneously help other chil- 
dren accept these situations. 

Sometimes such children have been helped by the mother 
toward a positive approach. The self-confident, unfearful ex- 
ploration of new horizons by the high-powered, mesomorphic 
c 1 , owever, seems to come quite independent of parental aid 
and quite unrelated to the success or failure of past experiences. 
He seems compelled by an inner drive to barge ahead into new 
cxpencnces and seems relatively unaffected by the disaster or 
success of his actions. Sometimes it seems more a question of 
the world s adjusting to him, rather than his modifying his 
approach to adapt to new situations. 

The adjustment which we wish to consider here is that of the 
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child’s first school experience, his coming to nursery school. 
There are relatively few children to whom this adjustment pre- 
sents no problem. Indeed, initially, some simply cannot handle 
this new situation and have to give up, at least temporarily. 
They may be quite unready for a social experience outside the 
home even though their chronological age is the same as that 
of other nursery school children. Children need a full experi- 
ence of being babies, completely dependent on a protective and 
loving adult, before they can be ready for an experience in a 
group of children. Sometimes the close arrival of another sib- 
ling has interfered with their full enjoyment of babyhood. Other 
children who consistently reject nursery school may have had 
an unusually happy experience at home and with children in the 
neighborhood which adequately satisfies their needs, so that 
nursery school is an unwelcome intrusion. 

Others may give an initial impression of adjustment, then 
break down later. The parent and teacher must not make the 
mistake of believing that once a child has achieved an initial 
adjustment all his troubles are over. We are often particularly 
wary of a child who adjusts too quickly. He is often one who 
has been intent on “skimming the cream” from the situation, 
and he is very likely to have a setback later on. In any case, 
adjustment of some sort is a continuous process which the 
experienced teacher works at constantly. 

Teacher and parent must not be dismayed if the course of 
the year brings repeated tears from a child, so long as there are 
happy and successful periods in addition to the troubled times. 
Children usually express their unhappiness in crying, and al- 
though the teacher must take the crying child from the group 
as soon as possible, since crying is often contagious and distress- 
ing to other children, any child’s need to cry must be accepted 
even while the teacher comforts and attempts to distract him. 
A show of affection from the teacher may help children even 
when they violently seem to reject her advances. Verbalizations 
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such as “Too bad” or “Let’s see what we can find for you” or 
other soothing words may help; or the proffer of a lap, Kleenex, 
a hand. Taking a child out for a walk sometimes helps him get 
his sobs under control. A repetitive and silent pastime is good, 
too — dumping sand, pouring water. If, however, the child 
breaks down again when the teacher tries to take him back to 
the other children, she should probably summon his mother to 
take him home. 

In some cases children are overfatigued by the strain of 
adjustment. Going to nursery school may cost them too much 
energy. Although they may seem to be all right while at school, 
the effort involved may make them overtired and tense at home, 
and it is questionable whether the adjustment is worth the price. 

Although we have worked out what we consider to be the 
best way initially to present to the child the new experience of 
being with a group of children and separated from his mother, 
there is no overall long-range program which works for every 
child. 

For those who do have difficulty, care on the part of the 
teacher and cooperation and understanding from the mother 
can often bring about an eventual good adjustment. Possible 
techniques are as numerous and varied as are the individualities 
of the children involved. 

But it is not just separation from the mother that is involved 
in the child’s going to nursery school. Most children have al- 
ready adjusted to such separation in accepting a baby-sitter at 
home, when the mother has been away. At home the child is 
supported by familiar surroundings and toys. At school, how- 
ever, he has lost everything, both parents and familiar environ- 
ment, and must add to this the strange group of other children. 
The presence of so many other children, each primarily intent 
on furthering his own interests (frequently at the expense of 
others), is new. 

Adjusting to the social inexperience of other children is 
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particularly difficult for the child who has enjoyed a somewhat 
protected adult society. The need to share possessions with 
others is often hard to accept. Many a 2-year-old, particularly, 
spends his first days at school in a futile effort to carry around 
and thus possess all the desirable toys he sees. He is often so 
handicapped by his possessions that he finds it impossible to 
play with them! Only gradually does he adjust to the idea that 
he does not need to clutch in order to enjoy, that there are 
“other” toys, and that there is such a thing as “taking turns.” 
(A first-day 2-year-old wailed in grief at seeing other children 
at her table share the basket of graham crackers. Then she tried 
stuffing crackers into her mouth as fast as possible in order to 
control the situation, while tears streamed. Tension visibly 
relaxed as she saw there were still plenty of crackers. Fortu- 
nately the possessiveness of 2-year-oIds is not directed always 
to the same objects!) 

Also, the very multiplicity of new impressions is difficult to 
assimilate, especially in the highly aware and highly sensitive 
child. The space of the school must seem overwhelmingly large 
to a small child. A new child often wanders around in bewilder- 
ment, unable to orient himself in space, to find a teacher who 
means security or a mother who has disappeared from sight. 
Many a new child makes his way to all the doors, hopefully 
trying to open each and thus to find an answer to his dilemma. 
(It is important that a teacher see this need immediately and 
stay close to such a child to give him verbal and physical 
support.) 

Children who have high auditory sensitivity may be over- 
stimulated and frightened by the noise of the other children at 
school; they need to leam that all loud noises are not fearful, 
that children scream from delight as well as pain. Such learn- 
ing, we may hastily add, does not best come by a head-on attack 
of this problem. The child who is sensitive to loud sounds needs 
first of all to be protected from excessive noise. 
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And there is a great deal of adjustment that comes through 
the acceptance of a close relationship with a teacher. This is an 
extremely important adjustment, closely related to the separa- 
tion from the mother. The child grows in personal-social devel- 
opment as he learns that an adult other than his parents can be 
loving and attentive and understanding. The teacher becomes 
a mother substitute, yet fundamentally different from a mother 
in that her attention is available to all the children. Somehow 
the good teacher must manage to be personal in her affection, 
but impartial in her favors. The child who has a good experi- 
ence with a teacher who really accepts him and understands 
him as he is develops a new perspective with regard to people. 

This close relationship with another adult sometimes brings 
with it new and difficult conceptions as to the values in life. One 
excessively neat child from a very tidy home, horrified when she 
saw the children in the nursery school spilling sand on the floor, 
ran to her favorite teacher in alarm and pulled her to the spot 
so that something could be done to correct this misdemeanor. 
The teacher smiled, assured her that this was all right, and 
showed her how the sand could easily be swept up when the 
children were finished with their playing. The child, who was 
very fond of the teacher and respected her judgments, thereby 
moved into a new idea for social behavior. 

When the teacher’s notions of discipline are different from 
those to which a child is accustomed, this also can present a 
problem in adjustment. Some children have to test the limits of 
discipline at once to see what they can get away with; some find 
new approaches from adults quite threatening experiences. But 
when the child discovers the teacher as a friend, and often as 
an ideal, the ways of adapting to experience which the teacher 
represents reinforce or enlarge the teachings of his parents. 

Usually, however, providing his mother remains at school, 
the child can accept any or all problems which arise and enjoys 
very much coming to nursery school. Just his mother’s presence 
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is enough to give him the security to take on new experiences. 
Consequently, all children should visit the nursery school with 
the mother the first time. With very young or immature chil- 
dren, the mother stays through the first sessions of school- The 
problem of adjustment basically becomes one of helping the 
child take on all the new learnings that nursery school pro- 
vokes. First he may need the presence of his mother, gradually 
he needs only the support of his teacher, and increasingly he 
develops a self-confidence and security that come through prob- 
lems met successfully and happily in interaction with the group. 

That is, the techniques of effecting an adjustment to school 
involve a release from the mother and acceptance of the teacher 
and group of children at school. We shall describe some of the 
techniques that vve have found helpful in adjusting the child to 
a release of his mother and acceptance of his group of peers. 


SEPARATION FROM MOTHER 
Introduction to School 

“How do you go about adjusting a child to nursery school?” 
is one of the questions that inevitably arises at the opening of 
the school year, and the question usually means, “How do you 
handle the first major separation of mother and child?” Some- 
times the problem is very easily handled, but often skilled tech- 
niques on the part of the teacher, and patient cooperation from 
the parent, are required. The age of the child, the personality 
of the child, and the personality of the parent frequently deter- 
mine the course the adjustment will take. 

Careful planning is necessary to assure the child of the most 
appropriate and congenial experiences on his first day at school. 
On applying for a place in the school, the parent will fill out an 
introductory report, which contains pertinent information 



154 the CHILD IN SCHOOL 


about the child. This report tells the birth dates, nationality, 
education, and occupation of the parents; number and ages of 
siblings in the family; and the birth history, health history, and 
developmental history of the child. There is also space for 
reporting exceptional or significant facts in the family history, 
or the child’s behavior characteristics. From such a report, the 
teacher may gain a general orientation to the child and his 
family, and be alerted to any exceptional deviations from a 
normal pattern of behavior or development. If this report re- 
veals that the child has an unusual problem, the teacher may 
very well arrange for a psycholoycal examination before the 
child comes to school. Or if this service is not available, she may 
wish to have an interview with the parents alone, to determine 
whether or not the child’s problems can suitably be handled at 
nursery school. 

In all cases, however, before the child comes to school with 
the group, it is wise for the parent, teacher, and child to have 
a preliminary meeting alone in the nursery school room itself. 
This meeting should take place near the time the child plans to 
enter the group, so that his memory of the experience can easily 
carry over to the first day of school. The teacher must see to 
it that the nursery school is attractively arranged for the visit: 
toys easily accessible on low shelves, the entire setting as bright 
and cheerful and well-planned as it will be throughout the 
school year. 

After a pleasant and informal greeting to the child — some 
comment appropriate to his age about his clothes or about the 
toys at the school — the parent and teacher can sit together on 
small chairs in the nursery school room and encourage the child 
to examine the equipment. Often the child needs to hold his 
mother’s hand as he walks around the room. Sometimes he 
prefers the security of his mother’s lap and observes cautiously 
from this vantage. Or he may run gleefully from object to 
object, throwing things from the shelves, shouting with unre* 
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Strained delight. If the child is unusually shy, or excessively 
boisterous, the parent may become uneasy, but the teacher must 
urge her to allow the child to do as he pleases. Any pressure 
to conformity at this time may arouse a resistance that may 
later prove to be most difficult to overcome. Meanwhile, the 
teacher can observe the child and, depending on what the child 
is doing, have an informal interview with the parent. 

Two things can be accomplished when the child thus visits 
the nursery school before he attends with the group. The child 
can meet the new environment in the way that is most congenial 
to him, and the teacher can observe how he adjusts to this fairly 
simple situation, and can thus make tentative plans for his next 
visit to school. If he is not urged either to start or stop activity, 
he will be more likely to be ready for his next big step — coming 
to school with the other children. His mother should accom- 
pany him on this visit, too, and again he should be allowed to 
meet the situation in his own way. 

The conversation between the teacher and parent at their 
first interview must grow from the situation. The teacher wants 
to know as much as possible about the child, but if he stays close 
to his mother, or if he is self-conscious and attentive to the 
conversation of adults, the teacher must divert the comments 
to subjects of a general, informal nature. If the parent persists 
in a kind of remark that seems unsuitable in the child’s pres- 
ence, the teacher can tactfully suggest that this interview has 
been arranged only for the child to become acquainted with the 
head teacher and the school before the other children are there, 
and that very soon another interview will be arranged with the 
parent alone to talk about the child. 

When a young child separates easily from his mother to 
explore the school, the teacher can ask general questions of the 
mofner a’oout tbe TtrcAmts, c/f ealwiB. and Toilet Train- 

ing; about the nature of the child’s play; or about any problems 
she may care to bring up. Such a conversation should not be 
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carried on in the spirit of intensive investigation, but should 
serve to put the mother at ease in talking to the teacher, assure 
her of the teacher’s interest in the child, and suggest the teacher 
as a source of help in the event the mother needs assistance in 
matters pertaining to the normal problems of children. 

It is good for the child to see all the rooms in the nursery 
school on his first visit, and to look at the outside as well as the 
inside equipment, even if he must do this from his mother’s 
arms. The teacher can describe the usual routine of the day to 
the mother, predicting what she thinks may be the child’s reac- 
tion on his first day at school. She should encourage the mother 
to plan for only a brief session the first day and to expect to take 
the child home before he becomes fatigued, since first experi- 
ences are likely to be highly stimulating ones. In this prelimi- 
nary meeting it is good if the child is interested in making 
something, as for instance in painting a picture at the easel, for 
this gives him a token to take home, a tangible link between his 
school and his home experience. 

Since problems in adjustment vary with ages and personali- 
ties, techniques useful in expediting this adjustment vary ac- 
cordingly. There are general procedures, however, for all chil- 
dren with regard to what the parent does in nursery school 
while she stays, and the manner in which she takes her leave. 

Mothers often have to remain at school for more sessions 
with the 2-year-old than with older children, but normally the 
longest time a mother has to stay with any child is three weeks. 
Two or three sessions of a full morning in the nursery school 
arc usually enough. Sometimes only one session is necessary, 
though a mother must be ready to return if the child suddenly 
needs her. Parents are encouraged to stay for one session at 
least, even when the child appears to be perfectly adjusted. 
Mothers who stay at nursery school arc encouraged to bring 
knitting or reading, to be there mainly to afford a feeling of 
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security to the child. They should try to be as “uninteresting** 
as possible and to do as little as they can with or for the child. 
From the beginning it is good to tell the parent to try to be “like 
the paper on the wall’*; to sit in a comer in full view of the child, 
yet to be apparently too busy to help in the routines or to join 
in the play. Such a procedure on the part of the mother allows 
more opportunity for the teacher to get the child’s attention and 
to make herself known to him as a special friend who can take 
care of his needs as well as join in his play. 

As the child makes excursions away from the parent which 
take him farther and farther afield, and for increasingly long 
periods of time, the teacher can urge the mother to leave the 
nursery school playroom. Sometimes she merely moves out into 
the hall or to the teacher’s office — to a place where the child can 
go at periodic intervals to check up on her whereabouts. Some- 
times a child may want to carry all the toys from the playroom 
to the place where his mother is sitting. A teacher can handle 
this by saying that the child may carry off only one toy, that 
the other toys are “needed” in the big playroom, and that when 
he is “ready” to leave his mother he can come back to play with 
the other toys. (Words such as “need” and “ready” are ex- 
tremely useful in dealing with children of nursery school age.) 
Usually the child's interest in a single toy will wane, and he can 
be persuaded to join the other children in the playroom. 

After a mother has served her time in the playroom, then 
in the hallway, she can plan to leave entirely for a brief interval. 
It is well for her to tell the child where she is going and to assure 
him when she is coming back. Often she can leave one of her 
belongings with him as a token of her presence — her pocket- 
book or her scarf. A half-hour’s absence is good to start with, 
and this should be arranged when the child is already happily 
occupied with some activity of his own choice. It is not good 
for the mother to be absent for the first time during activities 
that require group organization, such as music, stories, or 
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crackers and milk. Such routines seem to be the most difficult 
ones for the child to accept, and it is a mistake to ask his 
acceptance of them while he is still coping with the problem of 
separation from his mother. 

The mother may then leave for gradually increasing inter- 
vals depending on the success of her first escutsions away from 
the child. While she is away, the teacher must carefully watch 
the child to pick up any signs of uneasiness. Here, as in many 
situations, it is well to anticipate a crisis, to provide a comfort- 
ing lap before one is fearfully demanded, or to present a divert- 
ing situation before play deteriorates into loneliness. The 
mother should not go far away at first, and should leave a 
telephone number so that she can be summoned, if, in a tea- 
cher’s opinion, her return might prevent an unhappy situation 
dr if the child has already broken down. 

The procedures for adjustment of the child to nursery school 
vary with his age. Many schools have groups of 2-, 3-, and 
4-year-old children.' The 2-year-old child attends two mornings 
a week from 9:00 to 1 1:30; the 3- and 4-year-olds, three morn- 
ings a week from 9.00 to 12:00. These schedules are flexible, 
however; the development of the child and his particular needs 
indicate the group in which he belongs and the number of 
mornings he attends nursery school. Members of all the groups 
are usuahy taken in gradually at the outset; each group begins 
with a small number of children, although the beginning group 
is larger for each succeeding age. On the first day of school it 
is often wise to divide the children into two groups and to have 
only a short, one-hour session with each group. To the initial 
group of children are added other children as the situation 
allows. 

The 2-year-old group, assuming that there is a 2-year-old 

I One syttem is to divide groups at half-year intervals, thus having 214-year-old, 
3*. 3V4-, and 4-yearold groups. 
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group, is smaller than other groups at school, for the 2-year-old 
needs a great deal of individual attention. Particularly at the 
beginning of the school year, there must be enough teachers so 
that a teacher can take over the care of a child in much the way 
a mother does. Very often a 2-year-old adjusts to nursery school 
through his relationship with a single teacher. She must toilet 
him, sit near him when he has his crackers and milk, comfort 
him when he is frustrated, provide a lap when he feels insecure. 

Most 2-year-olds demand a more “motherly” relationship 
with a teacher than do older children. When this sort of rela- 
tionship is intense, a teacher has a special responsibility not 
only to provide the comfort a child needs, but to help him 
gradually find release from excessive dependency and attain 
happy play with other children and an easy relationship with 
other teachers. Children who have been unusually dependent 
on parents often transfer this relationship to a teacher. While 
the “mother” relationship of a teacher is a good one for pur- 
poses of adjustment, it must be considered a relationship that 
should be worked through, rather than one that should con- 
tinue. 

The teacher must know the simple, repetitive kind of play 
that is of particular delight to a 2- year-old. Often she must sit 
on the floor to show him how to play, doing the same thing over 
and over. When he joins in this play and finds it amusing and 
interesting, the 2-year-old is usually well on his way toward 
adjustment. Affection, humor, and the skillful presentation of 
simple amusements are excellent techniques for adjusting the 
2-year-old to the nursery school. 

The general techniques for adjusting the 3-year-old child are 
the same as those for the 2-year-old, except that all the periods 
of transition from mother to teacher, to other teachers, to 
friend, and then to group are much more quickly and easily 
managed. The teacher can often suggest play, or can initiate 
play by arranging equipment, or by offering a word of praise. 
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Her participation in play and physical care is not as great as 
with the 2'year-o\d. The happy adjustment of the J-year-old 
very often depends on finding a friend. Intimate friendships 
flourish, and the teacher can encourage them by talcing two 
children away by themselves to engage in a special project. Or 
she can secure the cooperation of mothers to bring two children 
together for play periods outside of nursery school, or to join 
in car pools so that they enjoy a special relationship with each 
other as they ride to and from schooL 

There are fewer adjustment problems with the 4-year-old 
child. (But when such a problem docs occur at this age, it is 
liable to be severe and to take a long time to work through.) 
Four usually radiates good fellowship, and his high drive for 
social relations makes him a ready member of a group. When 
he comes with his parent to look at the school for the first time, 
he may be somewhat self-conscious. The teacher approaches 
him best in an indirect manner at first, casually walking around 
and telling him, along with other children, what to do with 
various pieces of equipment in the school. The 4-year'Old is 
often ready to have his mother leave on the first day; indeed he 
sometimes orders her to do so. 

Examples of Typical Adjustment Problems 

Techniques for adjusting children to the nursery school 
must vary with personality. No overall program for adjustment 
can be described, because of the variety of personalities in any 
one group. The skilled teacher, through years of experience, 
becomes aware of certain patterns in children’s personalities 
and remembers a number of particular devices which have, in 
the past, aided in adjusting such children to school. The prob- 
lem of adjustment is often doubly complicated when a mother’s 
personality also offers some patterns of resistance to an easy 
separation from her child. The following examples illustrate the 
complexity of the problem. 
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Jim, a 2-year-old with very little language, spent his first 
mornings in nursery school whining and crying. He hit his mother 
constantly and made excessive and unreasonable demands of her 
which she was unable to satisfy. When she picked him up, he 
wanted to get down. If she sat in one place, he pulled her to 
another. He dragged her to various piles of equipment, then 
screamed in rage because she apparently did not do with a toy 
what he wanted her to do. Jim was worse the second morning than 
the first, and his mother was embarrassed and confused. No 
teacher could reach him, for he hid his head in his mother’s skirt 
and screamed as a teacher approached him. 

A conference with the mother revealed that Jim had a very 
difficult relationship with her at home and that the difficulties were 
intensified, but basically the same, when she took him out in 
company. When Jim came the third morning and began to act in 
the same manner, a teacher picked him up quickly, told him to say 
good-bye to his mother, who was going to the store, and carried 
him quickly outside to the sandbox. Jim’s outbreak of temper 
lasted only a couple of minutes. He quickly became interested in 
the sand toys. Within fifteen minutes the teacher was able to bring 
him back into the nursery school smiling happily, sufficiently 
relaxed to have a happy morning. Thereafter, at the teachers 
suggestion, some person other than his mother, cither his father 
or the mother of another child in the group, brought Jim to the 
nursery school for about a month, and his own mother called for 
him at noon. Jim had no trouble taking leave of the other ^oplc. 
The mother needed some help in improving her relations with her 
little boy at home, and after six weeks she herself was able to bnng 
him without the pain of a turbulent scene at parting. 

Henry, another 2-year-old. had a problem similar to Jim’s. 
Unfortunately, in this case, there was no father or neighbor to help 
with the transportation. But arrangements were made so that 
Henry’s older brother, who was eight years old, could come to 
play with him at school one or two mornings a week. Henry had 
no trouble on these mornings and entered with great enthusiasm 
into all the activities. 
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When his mother brought him for the fifth morning and he 
began to make a scene with her again» a teacher at once stepped 
in and took him in her arms and began rapid conversation about 
all the fun he had had on previous occasions. She waved good-bye 
to the mother and kept Henry rapidly moving from one activity 
to another, and soon he was playing without assistance. But Hen- 
ry’s parting scenes with his mother continued a long time. She 
needed considerable reassurance that he was indeed quite happy 
in a few minutes after her departure, so she was asked to observe 
his play from behind a one-way screen m the nursery, where she 
could watch him without being seen. 

The teachers explained to Henry’s mother that Henry's fuss at 
parting might continue for a number of reasons that should be of 
no deep concern to her. He was a child highly patterned m behav- 
ior, and with some children the pattern of resistance often persists 
even after the need for it is gone. Some children may continue 
dramatic parting scenes, even though they enjoy themselves after 
the separation, because the contest of wills with their parents is a 
source of pleasure to them. Often they enjoy the attention that 
their resistance brings. At other times crying may merely be the 
expression of the tension a child naturally feels at Facing a new 
situation. As a rule calm and loving behavior consistently shown 
at parting, and a happy expcnencc with teachers and children at 
the school, soon establish a new pattern at the time of separation 
from the mother. 

In the case of the 2-yeaf-olds Jim and Henry, an abrupt separa- 
tion from the mother seemed to be indicated after they had been 
given the opportunity to spend several mornings in the nursery 
school with the help of the mother's presence. With these children 
sudden departure worked best. (Indeed these parents had already 
discovered that abrupt departure worked whenever they had to 
leave the child at home.) The longer the mother stayed, the worse 
the separation problems became. The mother’s presence tended to 
intensify negative patterns of behavior. 

In other cases, however, abrupt partings are completely 
inadvisable for both mother and child. 
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Mary (aged three-and*a-half years) was a child who had to go 
at her own pace and to make her own decisions. This had been a 
basic personality pattern from infancy, and her mother was wise 
enough to recognize it and respect it. A developmental examina- 
tion helped the teachers to understand better this little girl’s per- 
sonality. She exhibited a very rigid, patterned kind of behavior, 
worked problems out surely but slowly within strict patterns of 
organization which she set up for herself. 

Mary’s mother had to sit in the hall for a long time, and Mary 
checked up on her with the same questions, in the same manner, 
for a number of days. Toward teachers’ advances she turned an 
unreceptive, cold stare for the first week or so, then suddenly, and 
for no apparent reason, began responding to their attentions. 

It became clear that Mary might adjust to school through a 
warm and intimate relation with a teacher who acted as a special 
friend and mother substitute to her. Mary verbalized this one day 
to the teacher, “I’m your little girl, and you’re my little mummy.” 
Indeed, she verbalized much of her progress to her mother, saying. 
“Today I’ll cry a little while,” or “Today I won’t cry at all.” She 
also told her mother when she felt she could try school alone. 

But for a long time she needed the support of certain props to 
help her adjust to the routine- Each morning she had to ride a 
particular blue bike before her mother left; if another child was 
using the bike, her mother had to wait until it was free. Indoors 
she needed always to begin with painting, moving to clay, then to 
puzzles. Only half of her attention was occupied with these activi- 
ties; she observed the other children as she quietly manipulated 
these materials. During music she needed to sit in a special rocking 
chair; for a long time she did not sing at all. But gradually the 
periods of watching became shorter, the rocking chair was aban- 
doned. Mary was a happy member of the group, increasingly 
spontaneous in her play. 

There are some children who cannot easily release their 
parents at school. If the parents waited for the “right” moment, 
involving a spontaneous decision from the child, they might 
wait indefinitely. Such parents need to be helped by the teacher 
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to make their leave-taking quick and decisive. The teacher must 
take over and give a great deal of attention to the child at the 
time of parting, to counteract the tension and very often real 
apprehension that is overwhelming for the moment. With such 
children, the emotional upheaval usually does not last for long. 
They need support at the moment of stress, but frequently suffer 
more from anticipated troubles than from any real experiences. 

Chip's mother was very much troubled by her son’s worries 
about her leaving. “He talks and frets about it all the time at 
home,” she said, “and he is afraid to get into the car with me, 
because he feels this is the beginning of the end.” Once at school, 
3-ycar-old Chip could not even release into play as long as his 
mother was around He was so apprehensive about her threatened 
departure that he did not do much more than stand guard over 
her. The situation seemed to get no better with repetition; appre- 
hension seemed rather to increase. 

The teacher called up Chip’s mother at home and suggested 
to her that at the next school session parting would have to be 
quick and decisive- She was on hand when Chip and his mother 
appeared; she explained to him in his mother’s presence that his 
mother had to go away at once to do her errands, that she would 
return, and that the teacher would ‘Take care of ” him while she 
was gone. He of course cried, in a resigned and wistful fashion, and 
needed several kisses good-bye. 

He was soon happily chatting with his teacher and playing 
with other children. In the course of the morning, he suddenly 
stopped his play, came to the teacher, and made crying and whin- 
ing noises, extremely unconvincing manifestations of grief. “What 
are you doing?” the teacher asked. 

"I’m crying” said Chip. Again the teacher comforted him, 
explained his mother’s absence, and how he was being cared for. 
He quickly stopped his crying. Later in the morning he suddenly 
exchanged meaningful glances with the teacher and broke into a 
rather sheepish grin "I’m not crying,” he said 

"We must tell your mother when she comes that you didn’t 
have to ciy,” said the teacher. 
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Now Chip remembers his role of grief only seldom, but from 
time to time comes to the teacher to remind her, “I don’t C17 any 
more.” He has a great sense of pride in this accomplishment, and 
it is a real one. 

As we have said before, when both mother and child are too 
dependent on one another, adjustment to nursery school is most 
difficult. 

Irene (aged two-and'a-half years) also had a pattern of over- 
dependency that was reciprocated by her mother. The father ex- 
plained the situation to the teacher, “The psychological umbilical 
cord has never been cut.” Yet in this instance it seemed not 
dependency but the child’s drive for power that was involved. 

A developmental examination showed Irene to be both su- 
perior intellectually and socially mature. But her procedure in the 
examination revealed her tenacity in holding on to patterns. She 
held on to patterns at home too — only her mother could dress her, 
her mother had to sit by her bed till she went to sleep, only her 
mother could take her to the bathroom. Other patterns suggested 
her control of the environment too: a special cup for milk, a special 
fork, a special chair. Her mother was hampered by Irene’s imperi- 
ous demands on her time, for the child ruled that she would not 
play with her toys unless her mother played with her. She allowed 
such necessary defections as her mother’s sweeping or preparing 
dinner. But as her mother worked she refused to play alone, sat 
and watched her, sucking her thumb, waiting till she was at her 
command again. 

The first time the teacher attempted to keep Irene alone at 
nursery school, Irene gave a violent display of temper. She 
screamed, she hit, she threw away any object in which the teacher 
attempted to interest her. One thing attracted her attention; she 
hked to hold the guinea pig and to squeeze him until he squirmed 
and squeaked and ran away. Then she demanded A/s return and 
a repetition of the procedure. 

Such a limited curriculum had to be discontinued and the 
mother reinstated in the school. The way has been long and tedi- 
ous, progress painfully slow, for Irene has built up elaborate pat- 
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terns, and the mother is elaborately enslaved. Again this is an 
example of how the difficulty is increased when two individuals are 
involved, for although the mother wishes to work through this 
problem, she is already deeply ensnared in it. She is afraid of her 
little girl and overpowered by her. And until she is ready to have 
a different relationship with her daughter at home, little can be 
done at school. Irene’s behavior is an extreme example of 214- 
year-old behaviors. Attendance at nursery school may be a com- 
plicating factor in such a child’s life. Actually, continued atten- 
dance at nursery school might not be in Irene’s best interests. 

When both mother and child are not involved in adjustment 
problems, the way is easier. With Douglas, it was his mother, 
not he, who needed help. Her problem had to do with excessive 
fears as to health and safety, and a subsequent overprotection 
and need to be constantly near her little boy, 

Douglas did not start school till late October, when he was 
three-and-a-half, because of the mother’s fear of polio. When at 
length he started, she worried about the tricycles, the ladders, the 
open doors, the open windows. Although the teacher assured her 
that health and safety precautions were of paramount importance 
to the school, she seemed to need reassurance of special care for 
her son. One day when he came to school she reported he had just 
received a shot for an allergy. “Will you watch him?” she asked. 

“Watch himT' the teacher asked, somewhat puzzled as to 
what she was to do. 

“Yes, be careful He may get dizzy and fall down'” 

Douglas almost never falls, with or without shots, although 
he is quite active. He is a highly independent little child, unusually 
outgoing. Indeed, his extraordinary self-sufficiency in spite of the 
timidities that his mother is trying to instill in him suggests that 
all children may not be equally sensitive to such influences in their 
environment. For his highly fearful mother and ovciprotectcd 
environment have not at all served to set up patterns of caution 
in this hltle boy. 

Although Douglas’s mother stayed at school a number of days, 
he paid no attention to her, indeed successfully evaded the efforts 
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she made to assist him. Only one major concession was made by 
the school to her need for extra protection. Douglas is brought to 
school a half-hour late each morning and taken home a half-hour 
early, so that he will not have to go out of doors as the other 
children do at those hours. Such a compromise seems to have 
provided a happy solution, and both mother and child are enjoy- 
ing nursery school very much. 

When parents themselves rebel against a child’s tyranny and 
determine to be free, the way to adjustment is often a stormy 
one, but sometimes surprisingly short. 

Such was the case with 31^ -year-old Johnnie. He was a big 
boy, strong, boisterous, out of bounds and violent in most of his 
behavior. When his mother left, after a suitable period of observa- 
tion and preparation, he flew into a rage, for he was accustomed 
to directing her activities. He attacked teachers and children with 
fists, and screamed “No” to any suggestion. Even when no sugges- 
tion had been made he would come up unprovoked, on his own, 
with a defiant “I won’t eat milk and crackers.” The teacher as- 
sured him he did not have to do anything. Sometimes he surrepti- 
tiously played with a toy, but on the side, out of the way of 
observation, for he was most careful at first to get no credit for 
compliance. 

Two events seemed to help Johnnie in his tempestuous adjust- 
ment, First was the developmental examination, in which his 
behavior was the epitome of negativism. He either refused partici- 
pation or participated in completely unacceptable ways. He threw 
the materials on the floor, scribbled on the table, banged the 
blocks, and shouted defiantly. The teacher-examiner calmly 
removed one material after another, allowed Johnnie to express 
the gamut of defiance. She did not pretend to approve of his 
defiance; she announced what were considered the limits of behav- 
ior and removed materials as Johanie tested the limits. Yet she 
indicated, even as she controlled his behavior, that Johnnie was 
still acceptable to her as a child worthy of kind and considerate 
attention and interest. 

Possibly this developmental examination, in which Johnnie 
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expressed extreme negativism and still was accepted, provided the 
needed opportunity for testing his acceptability and paved the way 
to compliance. Yet at school he seemed to have to save face by 
making a final demand. He insisted that his mother allow him to 
slandoutsidcthedoor alone and watch her depart. He had toenter 
the nursery school on his own terms. 

There was no sudden and dramatic end of a bid for power, 
however. Johnnie’s pattern was too deep-seated for that. First he 
attempted to control the teacher who had given him the examina- 
tion. He shouted commands at her, refused compliance with any 
of her specific demands. She learned to keep demands at a mini- 
mum, to approach him obliquely by talking to other children 
about what they could do. Then after Johnnie had performed she 
tried to remember to praise him For his very real accomplishments. 
Gradually creative activities replaced his interest in personal con- 
trol, Another rugged part of the journey, however, has involved 
personal relations with other children, for, of course, Johnnie saw 
no way initially to approach them except in a dominating manner. 

After three months he showed real progress and gave promise 
that by the end of the year he would have learned the difficult 
lesson that involved a readjustment of his total 3 14 -year-old per- 
sonality. 

Lisa, a 2-year-old child, was tall and well built, with light 
brown curly hair, dark brown eyes that looked habitually tired, 
with dark circles around them. Her expression seemed constantly 
watchful and attentive. She rarely gave the impression of being 
relaxed or at ease. Even her motions seemed tense. 

Lisa clung close to her mother at first; her eyes surveyed every 
aspect of the room. She made almost no excursions away from her 
mother, but remained constantly watchful. As she watched she 
clutched a huge dirty blanket. This blanket she had to carry with 
her to each new situation. 

Lisa s mother was able to leave after a couple of weeks, and 
Lisa was able to manage nursery school with special provisions. 
She could not join a large group in play, but seemed to like to 
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watch the others as she rode the rocking horse or played with clay. 
In these situations she did not need her blanket. But when the 
whole group came together for music and stories, the experience 
seemed to be too much for her. She frequently burst into tears, 
needed a teacher’s lap and her blanket. 

A developmental examination finally gave a clue to Lisa’s 
trouble. In the examination she showed that she was unusually 
aware of everything that went on around her. It seemed that as 
she watched she shared so intensely in the activities of the other 
children that it made her exhausted. Her physical mechanism was 
actually strained, and her limited emotional and social abilities 
fatigued by the demands her extraordinarily high visual awareness 
made on her. 

The examination suggested the need for a simplifying of the 
nursery school day. The parents were advised to give high-calorie 
snacks (such as marshmallows) at periods of fatigue. More relax- 
ing experiences were also encouraged with sand, clay, and water, 
which did not involve so much reaction to other people. 

Lisa was soon able with such help to enjoy a full morning of 
nursery school without recourse to nervous tears. And increas- 
ingly the blanket, her needed implement for relaxation, has not 
been taken from the shelf in her cubbyhole. 

Sometimes a child’s adjustment to nursery School is threat- 
ened by a seemingly minor event. Since the child of nursery 
school age is usually too young to be articulate about his prob- 
lems. a chain of unfortunate reactions may be set in motion by 
a small maladjustment which he cannot report and which goes 
unnoticed in the first days of school. 

Often problems of this sort come to children who have 
apparently adjusted very well at the outset. The child seems to 
be busy, happy, and outgoing. The mother is very much pleased 
and leaves, and since the child is so well occupied and makes 
no fuss, he is liable to be neglected by a teacher whose attention 
is demanded by children who are more troublesome. Conse- 
quently, it is important in the first days of school so to control 
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enrollment and supply of teachers that there can be a constant 
awareness of each child’s reactions. A teacher must always be 
ready to step in when a child indicates even by such slight 
gestures as thumb in mouth, eye blinking, or unusual silence or 
thoughtfulness that something is amiss. If the teacher can step 
in and give love and protection before the child goes to pieces, 
his security may not be seriously threatened. 

It was clear, for example, that 2-year-old Danny did not even 
notice that his mother was gone. He was constantly active, highly 
eager to explore everything at once. He did not even look up high 
enough to find out what the teachers’ faces looked like, but kept 
up a running commentary as though he were talking to his 
mother. "Look at me, Mommie. See, honey'" he kept saying as he 
rapidly ran around. Then one day, when the joys of exploration 
began to fail, he began to look at the teachers. Suddenly his little 
face puckered and he was ready to cry, to howl for his “Mommie.” 
But a teacher picked him up before the cry came, held him close 
like a “Mommie,” gave him something to eat and dnnk, took him 
away from the group for special comfort, explained where his 
mother was. that she would soon be back, and until then asked if 
she could “take care of him." This worked. 

Two-year-old Stevie had a problem similar to Danny’s, in that 
he did not really realize what it meant to have his mother leave. 
She stayed near him for many sessions, he played happily but 
silently with cars and trains. Then one day she told him she had 
to leave hut that she would bnng him back some little hooks for 
the train that was broken He waved good-bye. 

Soon after she left, he suddenly got up from his play with a 
troubled expression on his face. Like a child walking in his sleep, 
he went to the next room. A teacher at once followed close behind. 
In the next room, he looked in a closet, looked in the bathroom, 
went to the back door which led to the outside. He was about to 
break into tears when the teacher went to him, picked him up, 
talked rapidly to him about how his mother had told her she said 
good-bye to Stevie and was going to the store to buy hooks for the 
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little train. She then held him on her lap, kept reminding him of 
his mother's errand, and stayed close to him all the morning. He 
was soon rewarded by his mother's return with the hooks for the 
train, and another special gift, a book about trains. The mother 
took over the teacher’s supporting role, and Stevie sat on her lap 
as the teacher read Stevie's new book to the group. The child went 
home happy, but sometimes such an experience is repeated several 
times. 

Another child, 2-year-oId Carol, continued to play happily 
after she said good-bye to her mother out of doors. But when she 
came indoors the change of scene prompted her to take new stock 
of her surroundings, and she suddenly felt a terrible loneliness. 
Again a teacher had quickly to step in and help her to manage the 
transition that was so difficult for her. Changes from outdoors to 
indoors, or from one activity to another, are frequently times when 
children become unhappy. 

Another child, Charlie, aged two-and-a-half, was apt to fall 
into periods of silence and inactivity. A teacher had to watch for 
these, provide new toys, or shift him bodily to new interests. He 
was not naturally a spontaneous child, but if he had been neglected 
in these periods of inactivity, in all probability he would have been 
unhappy and at length resentful of school. 

Still another child was particularly sensitive to noises and had 
to be taken from the group when the children became too raucous. 
He could not engage at first in the group music and rhythm 
session. Excessive sound was froublingand confusing to him. Still 
another child was upset by the behavior of the children in his car 
pool, and an alert teacher had to discover his troubled reactions 
in this situation. 

In all of these instances it was important for adjustment that 
the teacher note early signs of trouble and make efforts to 
correct them as soon as possible. 

It should be noted that the majority of these children de- 
scribed as having difficulty in adjustment are 2-year-oIds. This 
difficulty in adjustment is the chief reason that many schools 
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find it impractical to include 2-year-o!ds, having neither the 
experience nor a large enough staff to meet the demands of a 
slow adjustment. Some argue that Twos are too young for 
nursery school. We ourselves have found many children to be 
far more ready by two-and-a-half. (However, it must be admit- 
ted that these very children who have difficulty at two years 
might also have had difficulty as late as three years if they had 
entered school at this later date. But the length of their adjust- 
ment period might well have been shorter when they were 
older.) 

A warning should be given here of the importance of differ- 
entiating between the child who can be helped to make an 
adjustment within a two- or three-week period, and the one who 
only becomes more anxious as time goes on. Thinking that 
considerable time was needed, we have in the past continued 
efforts at adjusting a child for a period as long as two or three 
months, only to find that the situation became worse rather 
than better as time went on. By the end of several months you 
may have a constantly unhappy child both at home and at 
school, and also a mother who feels both helpless and inade- 
quate. 

We now feel that it is wise to terminate these situations after 
an initial good trial period, emphasizing to both parent and 
child that he is not yet ready to come to school but that he will 
be in time. Often a child who has had this unhappy initial 
experience becomes ready in the spring and even asks to return 
to school. In the meantime the mother can be urged to plan 
social experiences for him with some other child, either in his 
own backyard or in a neutral place such as a park. 

Techniques Useful in Effecting Separation from the 
Mother 

The examples already sviggest tha\ the separation frtjm 

the mother must be carefully planned and that techniques for 



ADJUSTMENT t73 


carrying through this separation may vary because of the age 
of the child, the personality of the child, and the personality of 
the parent. 

Separation from the mother, it is clear, is one of the major 
problems of adjustment to nursery school. A review of the 
techniques which we have found valuable shows that they may 
be considered in six categories, as utilizing primarily (a) the 
mother, (b) the teacher, (c) other people, (d) objects, things, or 
activities, (e) routines, space and time orientation, and (f) the 
developmental examination. 

a. If the mother herself is not too clinging and can accept 
the teacher’s suggestions, her presence at nursery school for a 
time while the child makes his tentative explorations gives the 
child the feeling of security he needs to bolster his handling of 
all the new experiences. We have shown that although some 
children may be able to say good-bye to their mother, or may 
even order her to go, others may have to endure sharp pain at 
the moment of her leaving, because their own emotions at this 
departure are so intense. Such emotions are not always those 
of sorrow or insecurity. Sometimes they are expressions of rage 
from a child who is accustomed to dominate his mother, and 
such a child is sometimes helped if the adults can give him the 
last word and let him dominate in a token way. 

For example, the child may have to sit on the doorstep and 
watch the car go, or he may have to order the mother to return 
after she is halfway to the door, for a second good-bye kiss. Still 
other children, while they are clearly ready for nursery school 
and ready for a separation from the mother, experience such 
feelings of unhappiness at saying good-bye that it is better at 
first if they are protected from the necessity of direct farewells. 
In situations of this sort, the mother can cxpl^n to the child 
while he is happily playing that “soon” she must go home for 
a while and prepare his lunch, or go marketing, or go to the 
dentist, and that the teacher will “take care of him” while she 
is gone. 
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It is usually good for the mother to make such statements 
in the presence of the teacher who is assigned especially to look 
out for the child. Then, if he begins at once to protest or 
complain, as he is liable to do, the teacher can distract him at 
once with conversation about something else, or she can divert 
him with some new or interesting toy. Once he is happily en- 
gaged again, his mother can slip away. As soon as the child 
notices she is gone, the teacher must be on hand to say calmly, 
and with a smile, “Yes, remember she told us she was going 
marketing, and that I was to take care of you till she comes 
back. Verbalizations about the routine help some children, 
too. First we play, and then have milk and crackers, and then 
music, and after the story Mummy will come back to get you.” 
Children themselves often talk about the schedule, seem to gain 
security from a knowledge of what’s coming next and from 
knowing that the predictable sequence of events will at length 
bring mother and home. 

The teacher must then stay close to the child and offer 


further reassurances and distractions as they seem to be neces- 
sary. It is well for the mother to stay away only a short time 
on these first excursions, or to be in a place where the teacher 
can readily summon her by telephone. Even if she is gone for 
only ten minutes, and the child has accepted this separation, 
progress has been made. When the mother returns, the teacher 
must be there to verbalize for him. “See, your mother came 
back, and I took care of you, and now we can tell your mother 
what you did while she was away.” 

Sometimes a child is helped by being given something of his 
mother s to keep: a scarf, pocketbook. postcard. Some children, 
especially 4-year-oIds, can be reassured by phoning their 
mother in the morning. (Indeed, Fours often have to be ad- 
us e roug words and understanding. Humor, joking, mak- 
ing funny noises sometimes helps, too, in that it is distracting 
and relieves tension, but great caution must be exercised here 
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in that some children resist humor when they feel frightened. 
In any case, humor should involve subtle communication so 
that the child is not overpowered, does not feel he is being made 
fun of.) 

Younger children may merely need the simple verbal assur- 
ance that “Mummy’s coming later” when they appear appre- 
hensive or ask questions. And although you can talk about 
home and mother with some children in the first weeks of 
adjustment to this separation, with others it is the worst thing 
you can do. Four-year-olds are more likely to be able to handle 
this sort of verbalization than the Twos and Threes. With the 
younger child even an indirect reference to a mother in a story 
or song may bring tears to the eyes and set waves of homesick- 
ness in motion. 

b. The teacher is working constantly with the mother in this 
adjustment, and usually there is a specific teacher who must 
work through adjustment problems with any specific child. It 
is helpful for the child to have some time alone with this 
teacher, whether she be the head teacher with whom he has had 
his first meeting, or one of the other teachers. If it is one of the 
other teachers, the mother may find that having this teacher at 
home one afternoon as a baby-sitter or as a guest at luncheon 
helps the child. He needs to get acquainted with her apart from 
the group, learn her name, and be assured of her acceptance and 
protection. 

Usually the mother should not leave her child in the morn- 
ing until this special teacher is free to look after the child’s 
welfare. Difficulty sometimes arises, however, in that the child 
may become overly attached to this special teacher. Such at- 
tachment results in his not accepting a relationship with other 
teachers, or even with other children. This is parlicuJajJy true 
with the highly verbal, adult-centered child, and when this 
problem occurs the teacher may have to use special techniques 
to effect a release of the child from too great dependence on her. 



176 THE CHILD IN SCHOOL 


c. With some children, adjustment may be achieved with the 
help of another child. The normal sequence of adjustment, 
particularly with the older child, is first through a teacher and 
then through a friend. Indeed, even the use of the word “friend 
helps with these children. “Come and see what your friend Billy 
is doing,” the teacher can urge the child who is still hesitant 
about his role in the nursery school. Or “Your friend Billy is 
painting; perhaps you would like to paint too.” Needless to say, 
it is always advisable to be assured that Billy will be somewhat 
cooperative in this arrangement. 

Children who live in the same neighborhood, and whose 
parents can arrange for them to see one another outside of 
school hours, may thereby gain a “friend” who can be utilized 
for adjustment purposes. Parents usually welcome a list of the 
names and addresses of other children enrolled in the school, 
so that they can arrange for such visits. A. child who has shared 
afternoon play or lunch with another child may find some 
measure of security in finding that same child at school. 

Car pools may be a help, too. Joining a car pool allows the 
child who has not yet adjusted to separation from his mother 
to leave her in the less threatening atmosphere of home. Riding 
to school with other happy children may suggest to the child 
that school is fun. And the child may pick up a “friend” in the 
car with whom to play initially after he gets to school. There 
is, of course, potential danger in any car pool, especially if it is 
overcrowded and children of markedly different temperaments 
are put together. A quiet, gentle child may be terrified by a 
more raucous one, yet be unable to report his distress except by 
his expressed reluctance to get into the car. Car pools as well 
as school busses sometimes do a great deal of damage to the 
sensitive, unprotected child. 

If not another child, some adult other than the mother may 
provide the transition necessary for adjustment. If the child 
cannot accept parting from the mother, he may still accept 
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parting from the father, a maid, a neighbor. Even an older 
sibling may bring the child, and may even stay for a while. In 
some instances the presence of a younger sibling brings about 
an acceptance of school. The child in this instance may assume 
control of his brother or sister, show off the school to him, tell 
him what to do or not do, and through his superior knowledge 
and control achieve the feelings of security about his new ex- 
periences that he could not achieve on his own. 

d. Objects or activities rather than people make the way 
easier for some. Some children have to keep on a special article 
of clothing associated with departure — a hat, jacket, mittens, or 
boots. Frequently in his first days at school a child, especially 
a 2-year-old, refuses to remove his jacket. He feels better if he 
can at least keep on his symbol of flight from the situation. It 
is wise for the teacher to respect his wish to have the acceptance 
of nursery school a tentative one. He will later signify his readi- 
ness to accept school by taking off his jacket, prepared to stay 
for the experiences of the morning. 

Rituals are often important, such as riding a bike, saying 
good-bye in a certain way, having a piece of gum in a special 
room. Some children set up their own rituals; but sometimes the 
teacher or parent has to set up the ritual to help the child. Often 
this involves bringing something from home, which the child 
can carry around and show to the teacher or to other children, 
such as a paper bag or a suitcase filled with papers and pencils, 
a teddy bear, blanket, piece of orange or other remnant of 
breakfast. 

In one instance, such an object brought from home helped 
by allowing the child self-righteously to express his feelings of 
aggression, and to assert his power. He would deliberately stand 
in the midst of children, holding a prized toy from home, or 
place it on the floor in full and tempting view of other children. 
Then, when the children would seize his toy, he would pounce 
upon them and vigorously protect his property and assert his 
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rights. Only by such a curious maneuver did he finally release 
his period of “watchful waiting” and move into association with 
the group. Of course the teachers had to help him eventually 
to more socially acceptable ways of interaction with his school- 
mates. 

Animals — guinea pigs, rabbits, birds, turtles, fish, kittens — 
are a\so most he\pfu\ in the of aohoo\. A ohWd 

to be able to forget himself in caring for a living creature smaller 
than he is. His tenderness and protective capacities can be 
enlisted by urging him to take care of the baby turtle, feed it, 
hold it, build it a house, read to it. let it sleep. In giving the care 
he himself seeks he gains in security and self-reliance. 

Music or food is helpful very often. A record player or music 
box seems to soothe a child when he is distressed; listening to 
music calms his upset feelings. Crackers and milk, either at the 
beginning of the morning or any time that the child seems to 
be unhappy, are good properties to have in mind as great aids 
to security. Some parents object to sweets between meals, but 
when this is not the case a lollipop has often won over a recalci- 
trant youngster. Raisins or cookies or chocolate candy are al- 
ways acceptable and comforting. And the teacher and parent 
need not fear that such props, once introduced, will have to be 
continued. Once the child is happy on his own in the school he 
will not need such tokens to distract him from feelings of un- 
happiness. 

e. Routines, space and time orientation. The kind of group 
to which the child is initially presented may also be important. 
Some adjust best by being immersed in the group. Others adjust 
best by being separated from the group and do best with soli- 
tude at the outset, reading or enjoying music alone with a 
teacher, or with one other child. Some need to come to school 
first, ahead of the others. Some can start the morning best in 
the playground, but others do better to be indoors first. Those 
who are most at ease with materials, such as puzzles, crayons. 
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painting, dolls, may do best to start inside. Those who prefer 
gross motor activites may do best outside. Some are helped by 
the enclosure of walls. Others are helped through the freedom 
of the outdoors. There are those who at first need quite a chance 
to watch. But these need eventual attention to keep them from 
getting stuck in nonactivity or in a single activity and thus being 
bored or filled with thoughts of home. They need gradually and 
repeatedly to be lured away from their solitary pursuits. 

Some children need to be given a special job to do when they 
first arrive, especially a 4-year-old who is having trouble with 
adjustment. Children low in spontaneity need a special task 
when they wander around, unable for the moment to think of 
anything to do. Then they can help water the flowers, take care 
of the animals, set up the tables. There are those children who 
need to be needed. Four-year-olds especially often need to think 
they are needed. “"Who would do such-and-such if you weren’t 
here?” brings a smile of self-conscious pleasure and importance 
to their faces. 

Some children need to be placed in a group of children 
whose chronological age is younger or older than their own. 
Some adjust best with the slow pacing and tendency to parallel 
play that is characteristic of the 2-year-old group. A highly 
social child needs the stimulus of group interaction and more 
dynamic play. Very often the high-powered child cannot sus- 
tain adjustment unless his attendance is shortened. He may 
need for a time only two hours a morning instead of three, or 
fewer days of school a week until he can manage school with 
less excitement and tension. 

As this chapter suggests, adjusting a child to nursery school 
requires goodwill and patience. It also requires a refusal to be 
discouraged or defeated by the many small but important prob- 
lems young children quite naturally and normally experience in 
• leaving home and adapting to what for many is a first step into 
the big world away from home. 



11 


Techniques for Handling Children 


GENERAL INTRODUCTION 


It IS difficult to discuss general techniques. As with all advice 
about children, there are rarely black and white answers, or 
clear-cut rules that mark the road to perfection. For example, 
it would be impractical to try to find one method of discipline 
which would work for all children. Some need firm treatment; 
some gentle. One method will work at some times but will fail 
at others. Human behavior is variable and paradoxical. The 
most efi-ective approach to the subject of techniques is based on 
the knowledge that behavior changes with growth, and that the 
human being is constantly growing and changing. 

This is particularly true with regard to children, and espe- 
cially very young children. No period of growth is more rapid 
and dramatic than that of the first five years of life. So the 
nursery school teacher must first of all adapt her techniques 
to vaiying ages. A period of six months can bring about remark- 
able changes in the child, changes which demand quite different 
methods of direction. 


Not only do workable techniques vary with age. but also 
‘he shy 2-year-old must be ap- 
2 A ‘he highly aggressive and outgoing 

-year-old. And the basic techniques useful with a 2-year-old 
must be amplified with the proper ways of dealing with the 
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highly verbal, the diffident, the friendly, the asocial, the robust, 
the frail. 

Also, techniques vary with environment. The child in a new 
situation must be treated differently than the child in a situation 
that is familiar to him. The child in organized group play 
requires different handling than a child in solitary play parallel 
with that of a friend. A newcomer must be allowed considerable 
time for testing and exploring as he gets acquainted with rules 
and routines. No rules can be uniformly enforced. 

Any teacher always has a group of "conformists” who enjoy 
routines either because of their personalities or because of their 
stage of development. Others care less to conform. If a child is 
permitted to go off alone with his book, to sit apart during 
music time — to do anything he pleases alone, so long as he does 
not molest the group — the teacher can count on the fact that 
a child’s nature is basically social and can expect him eventually 
to do things with the group, rather than alone, providing that 
no unpleasant coercion or contest of wills is involved in the 
meantime. The young child cannot accept toileting or walking 
or talking till he is ready. His accepting a group involves even 
greater complications, and demands careful preparation for 
many children. 

An important aspect of nursery school is that the environ- 
ment can be arranged to fit the needs and abilities of the child. 
Accordingly, in the nursery school the environment is arranged 
to suit both age and personality. The environment should be 
manipulated to give the child a setting that allows him the 
satisfactions of being the age and person he is, and that provides 
him with the stimulus to move to the age and person he can 
become. 

The nursery school, like successful play therapy, operates 
with the conviction that growth to age three takes place best 
when the satisfactions of age two have been happily and com- 
pletely worked through. The 2-year-old is never urged to be a 
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“big boy” when he needs the experiences of babyhood. But the 
environment of the nursery school is ready to challenge him to 
the next stage of growth, while still encouraging him in the 
expression of his 2*year-oId ways. 

Teaching in a nursery school requires highly specialized 
skills that can be acquired only through training. The nursery 
school teacher must have a rich background in theoretical 
knowledge of child development, plus an equally rich back- 
ground in actually adapting her theories to practical situations. 
One IS not more important than the other; and beyond both is 
something independent of all training and experience. The good 
teacher m nursep^ school, like the good teacher in any field, 
must have a native talent for working with people— a native 
understanding and sympathy with the thoughts, needs, and 
emotions of her pupils of whatever age. 

^e question of firmness or permissiveness inevitably arises 
m t c use of techniques. Both teachers and parents have to learn 
to steer between extremes. 


T ™*“"^^*^*^"ding both of the educational philosophy of 
o n Dewey and of the psychoanalytic movement promoted a 
great surge of excessive permissiveness in both homes and 
sch^ s dunng the last several decades. Dewey’s idea that the 
t: ^ doing and found satisfaction in his own crea- 

ons frequratly led to wild extremes of freedom in what the 
was a owed to do both in school and at home. Freudian 
j- caused havoc by raising the flag 

ui in ‘scnminately for sins of omission and of commission. 

Parents f^red that if they were firm or punished their children, 
hey might do irreparable harm to them, and often such parents 
P cticed a kind of “compulsive permissiveness.” 
widesnrMT m minds of conscientious parents is still 
inelv that ih parents realize increas- 

m making decisions about discipline. Thus they end up 
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by judiciously balancing freedom and control for the child, 
depending on the three important variables: the age of the child, 
his personality, and the specific situation. 

Teachers as -weU as parents learn from experience the things 
which they must be firm about, and communicate their self- 
assurance to the children. Children of any age like freedom, but 
they also like wise and firm boundaries. Sometimes inex- 
perienced teachers find a group suddenly out of hand, and they 
wonder how it got that way. Often it is that they have com- 
municated their own indecision by a quaver in their voice. 
Young children quickly notice such indecision and are almost 
invariably tempted to test its limits. A young teacher does well 
to work with experienced teachers for a while in order to build 
up her sense of what firmness is needed to maintain structure 
and order while encouraging the maximum freedom and ex- 
pression of individuality. 

There is a great deal of skill involved in bringing children 
with widely differing personalities to accept the order of a single 
group. Some children can be reached by straightforward direc- 
tions, some need preparatory explanations. Thus they may have 
to accept the group on their own terms, and these terms may 
involve a long period of watching and nonparticipation. The 
child who becomes noisy and rowdy and disturbs the others 
needs to be taken to another room for individual play until he 
is ready in any real sense to join the group. Within two months 
after nursery school begins, the order of the group is usually so 
well established that the children enjoy the routines and even 
urge each other to conformity. 

The discipline of individual children parallels group disci- 
pline, although it is not as difficult. Teachers succeed in disci- 
pline best when they do not regard it as punishment or simply 
as the use of prohibitions or negative commands. Discipline 
suggests leadership in cooperation as well as in the wise use of 
freedom. 
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No child was ever made insecure by the knowledge that a 
stove is hot and that he must not touch it. Most children are 
able to accept reasonable boundaries. A small child likes to 
become familiar with his boundaries and limits. Frequently 
parents who change their places of residence a great deal when 
children are very young have difficulty with discipline because 
no consistent rules can be established about how to approach 
the environment. A child likes familiar things and routines. The 
child is bom into a world of infinite complexity and gets 
security by having his freedom within definite limits which 
parent and teacher must set for him. This is true both at school 
and at home. A baby is happier in a playpen than he would be 
alone in a large vacant lot. 

The techniques which we shall discuss in this chapter sug- 
gest specific ways we have found helpful in dealing with the 
child in the nursery school. First we shall discuss two basic 
techniques of general importance: the technique of awareness 
and the technique of using appropriate language. Then we shall 
consider techniques for helping children get along with other 
children, techniques for managing the various routines in nur- 
sery school, and techniques for effecting transitions from one 
routine to another. Since the techniques involved in toileting, 
eating, dressing, participation in music and stories vary so 
much from age to age, these will be described in a separate 
chapter. 


THE TECHNIQUE OF BEING AWARE 

The technique of being aware is especially important in 
dealing with the child of nursery school age. The good teacher 
must have what we call “peripheral” vision, as contrasted with 
a highly “focal” or concentrated way of looking at things. 
Somehow she must learn to be attentive not only to individual 
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children, but to every child in the room. She will try never to 
stand or sit with her back to any part of the room. Her position 
will always be so strategic that she can comfort Mary, help Paul 
with his puzzle, yet keep attentive watch on a block-building 
situation in a far comer, and caution a nearby teacher to move 
to the high ladder at the far end of a room where an active 
3-year-old is beginning to mount. 

She moves about in the room from less complicated to more 
complicated situations. She never leaves the room without tell- 
ing another teacher of her whereabouts, and assuring herself 
that the children have constant supervision; yet she never as- 
sumes that a part of the room is “covered” simply because 
another teacher is there. So long as she is in a room the entire 
supervision of the room is her responsibility. 

As a cmtch to her awareness, she can count the children 
frequently. She should know how many children are present 
each morning, how many are playing in the room she is super- 
vising. This kind of check-up acts as protection for the child 
who is inclined to wander and for the child who may withdraw 
unhappily from play to solitary brooding. 

As far as possible, the teacher will have been alert to possible 
physical dangers in the environment and will have tried to 
eliminate these before the children come to school. Though 
unanticipated dangers inevitably emerge, the alert teacher will 
arrange equipment so that such dangers are kept at a minimum. 
High toys must be moved away from windows; a piano may be 
pushed in front of a door that provides easy access to a hallway; 
high locks must be put on doors that cannot be watched all the 
time. 

The teacher must also be attentive to the orderliness of the 
room. During morning play she keeps the room picked up. As 
children move from one kind of play to another, she removes 
the clutter from the floor. Rolling toys especially should be 
removed from the floor when they have been abandoned, for 
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they are hazards to safety. And when there is too much clutter 
on the floor, children get restless and scrambly. 

At the close of each morning’s session toys must be picked 
up and arranged in inviting display on shelves that are easily 
accessible. The doll comer must be made neat; paint and clay 
must be found fresh and attractive each day. Often the children 
will join the teachers in picking up, especially if this is done in 
a spirit of fun. 

Although children are specially adept at making a shambles 
of a room, their best play is initially stimulated by an arrange- 
ment that is orderly and attractive. Attractiveness includes 
bright, fresh colors; primary colors are especially appealing. 
The furniture and general appearance of the room must not be 
shabby or dull. 

A teacher’s awareness of the environment includes a sen- 
sitivity to temperature changes. She must open and close win- 
dows, adjust the heating mechanism, put on or take off chil- 
dren’s sweaters as the temperature demands. When teachers are 
unaware, little children may play all morning in a warm room 
in sweaters and rubbers until they become wet and clammy 
with the extra heat. 

Also, the teacher should remember what each child has 
worn to school, so that sweaters or scarves are not forgotten or 
misplaced in the rush of dressing to leave. She will remember 
any favorite toy or possession a child has brought to school and 
will see that he remembers to take it home. Always the mor- 
ning’s planning includes an awareness of time and its proper 
allotment so that it is not necessary to rush children through 
any of the routines. 

A teacher’s awareness considers the future as well as the 
present, the emotional as well as the physical needs of children. 
She will make a note of how long some kinds of play are likely 
to last. When a certain child enters the group, she will know 
at once that the play will deteriorate. So far as possible she will 
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anticipate trouble, and before a crisis occurs will provide diver- 
sion, redirect play. 

But this will not be her inevitable procedure. Occasionally 
one should allow hostilities open expression and permit de- 
struction after unsuccessful efforts at creativity, though this is 
not commonly advisable in normal play. For rules governing 
children’s behavior must always envisage unusual as well as 
usual situations, situations often created by children’s emo- 
tional needs. 

The teacher must be especially aware of the child who may 
get rooted in one spot. She must give a smile, take a toy near 
him, and begin playing with it. She may pick the younger child 
up without comment and talk to him of a new kind of play. 
Usually a quiet, relaxing setting is helpful: water play, clay, 
records or a story, some crackers and milk with the teacher’s 
comforting support to help the child regain his equanimity. 

The child who becomes overstimulated may also need help, 
for overstimulation is contagious in a group and if allowed to 
run its course may lead to chaos in the nursery school. A 
teacher must take away the leader in such a group, not in a 
spirit of punishment but of continuing fun. Sometimes she can 
lead him to a quiet interest. Often, however, he does not need 
quiet but a complete outlet for his excessive energy. In schools 
with an abundance of room and teaching help, a special room 
may be available. At the nursery school in the Gesell Institute 
there is a “noisy room’’ equipped with a carpentry set, mats for 
tumbling, materials for sand and water play, large plywood 
boards and blocks for construction. The hyperactive children in 
a group may be taken to this room for unusually energetic 
projects. 

The teacher must make provision for the child who needs 
preparation for routines, who makes transitions from one ac- 
tivity to another with difficulty. Such a child may need a word 
of preparation, as “Next we are going to have milk and crack- 
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ers or “When you finish playing with the doll, we are going 
to 'put all the toys away ” But with other children, words of 
preparation only arouse negativism- In these cases it is best to 
move into new routines with no comment. A teacher can com- 
municate a feeling of inevitable authority without saying a 
word- Other children, who may both resist preparation and 
defy authority, can be managed through distraction. With such 
a child a teacher may walk up, take his hand, talk about some- 
thing else, and lead him to toileting or whatever the activity 
may he. 'The child will usually respond in a positive way hefort 
he knows what has happened. 


VERBAL TECHNIQUES 

Verbal Techniques in General 

It is as important for a teacher to know how to talk as to 
know what to say. Our firm belief is that a teacher should be 
as natural as possible with children, and this implies talking to 
them in the same voice she uses with adults. It is an occupa- 
tional hazard with nursery school teachers that they often de- 
velop an unusual intonation, a too high inflection of the voice 
with too much repetition of statement and too much of a 
suggestion of questioning or tentativeness in their voices. 

At its worst this hazard develops to a babyish simper, and 
it can be an excruciating experience to hear a group of teachers 
talking to children in this highly artificial manner. It is a great 
advantage if a teacher is gifted with a gentle voice yet one that 
can be raised to firm and clear articulation when the necessity 
for discipline or direction arises. A harsh, loud voice is inappro- 
priate for a teacher. 

The ability to modulate tone, to achieve different effects 
through loudness and softness, is highly valuable. An extremely 
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gentle statement, or even whispering, can command the atten- 
tion of a highly raucous group and can communicate relaxation 
and gentleness. Similarly, a firm tone of voice communicates 
the need for order as much as words do; a teacher can let 
children know by her tone when she has taken a last stand and 
expects obedience. A rich variation in tone is one of the best 
assurances of a successful story period; the dramatic expression 
of words acts as a spellbinder for even the youngest children 
and is effective in commanding attention even when the se- 
quence of thought escapes them. 

If a teacher also has a good singing voice, her vocal equip- 
ment is complete. Singing is one of the most highly enjoyed of 
children’s activities, and they learn their songs by imitation of 
the teacher’s singing. It is a mistake, however, to overuse this 
technique of singing. Some teachers have a song for every ac- 
tivity. But the judicious use of singing is a technique that can 
calm or change some activities which seem to be getting out of 
hand. 

General advice about what to say must stress not saying too 
much. It is better to talk too little rather than too much, if 
extremes are inevitable. A child soon ignores the constant chat- 
terer, for it is too troublesome and uninteresting to be attentive 
to all she says. Too much talk usually includes too many inap- 
propriate words; it is difficult to select only the words children 
will understand if conversation flows too freely. 

The second bit of advice about what to say is that teachers 
should be specific rather than general in their choice of words. 
Children between the ages of two and four have little capacity 
to understand abstract words. They react better to several 
variations of a specific suggestion. For example, instead of say- 
ing, "You could put the toys away,’’ or “You could do it 
better,” the statement "You could put the cars on the red 
shelf” brings concrete reality to the child’s attention. Some- 
times the direction needs the accompaniment of example. The 
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teacher can take a car, put it on the shelf, and say, "Here is a 
car on the red shelf. You put a car on the red shelf.” 

Finally, a teacher’s statements should be, as far as possible, 
positive rather than negative or tentative. She must have a tone 
of expectancy that a thing will be done, and of course must 
carefully select those activities where there is a reasonable as- 
surance that they can be carried through. It is inadvisable to 
make a suggestion to a child in the form of a question, because 
this tentative position usually suggests “No” for an answer. 
“Do you want to put the car on the red shelf?” nine times out 
of ten will, as indeed it literally should, bring a negative re- 
sponse. If a teacher is merely exploring the possibility of engag- 
ing a child’s interest in an activity, the words “maybe" or 
“when you’re ready” are valuable protective measures. “When 
you’re ready, you could put the car on the red shelf ” allows the 
child not to be ready, with the teacher’s full acquiescence. 

Other words often have magical effects. “It’s time to put the 
car on the shelf” or “You need to put the car on the shelf” 
carries amazing authority to a child. Older children sometimes 
respond well to counting: “When I count five, you could put the 
car on the shelf.” Failure of this technique is obvious and 
deflating, however, and certainly requires careful selection of 
the child on whom it is used. Its value comes in putting the 
matter up to the child. The autonomy for action or decision, 
through simple verbal techniques, can be subtly shifted from 
adult to child and can encourage his feelings of both indepen- 
dence and cooperation. 

Not every child is ready to cooperate in putting the toy away 
or in going to the toilet, or in any number of things. When all 
the usual approaches fail, the teacher just puts the toy on the 
shelf herself or leU the child wet his pants. Some children 
require months to be ready to cooperate. The one thing which 
is ill advised is to create a situation of tension between teacher 
and child. Careful watching of the child and of his growing 
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maturity will after a while give the teacher an opportunity to 
get the cooperation which the child himself, basically, wants to 
give. This freedom from tension is the most important single 
aspect of the nursery school. A teacher can keep her equanimity 
for a three-hour session in a way a mother, who has the child 
twenty-four hours a day, finds difficult to achieve. 

A teacher must always show interest in a child, and this can 
be managed with a smile or some comment about his activity 
or person. The teacher needs to have a stock of small talk for 
children. She need never fear that what she has to say in matters 
of this sort will be boring or too repetitious. Children provide 
most attentive and appreciative audiences when an adult gives 
them her interested attention. 

A comment about a child’s shoes is appropriate for all the 
ages in nursery school, the comments becoming less personal 
but more elaborate for the older ages. The shoes of a 2-year-old 
are usually his favorite article of clothing, and merely to remark 
that they are red, brown, black, or “nice and new” will bring 
an appreciative response. The 4-year-old may like to talk about 
“other” shoes he has, or cowboy shoes he will get, or that his 
shoes are because he is four years old.” Four-year-olds 
often enjoy discussions of unusual aspects of clothing, such as 
the color and materials of the inside of their pockets. Comments 
about how they got to school or what they will do when they 
get home are good when children are well adjusted, for they 
provide a welcome link between past and future and between 
the worlds of home and school. 

Comments about what a child is doing encourage his ac- 
tivity; such comments make him feel appreciated. It is good also 
to praise the activity in progress and the activity that has been 
completed; motivation for desirable action can be managed in 
great measure through positive, casual comments of this sort. 
Motivations to friendship can be given simply by the use of the 
word “friend” with the 3- and 4-year-old child. “Your friend 
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Jim is digging in the sand. You could dig there, too may be 
the start of a great friendship if the teacher persistently works 
on the theme and provides special occasions for the “friends” 
to be together. 

It is particularly important that the teacher have a stock of 
small talk for milk-and-cracker time, when the children are 
relaxed and quiet and usually ready for conversation. A favorite 
topic is what has been eaten for breakfast. Everyone can make 
a contribution and can enjoy the pleasure of being understood. 
Conversation can also be stimulated by changing pictures ap- 
propriate for childish interests in the room where the children 
have their mtdmoming snack. “See the butterfly,” “See the 
cow,” “See the boat" often encourage quite valuable conversa- 
tion about personal experiences with these objects. The 
weather, favorite television or radio programs, Christmas, 
birthdays, baby brothers and sisters, their own houses are also 
subjects that provide a sure and invaluable supply of small talk 
with little children. 

This time of day is a good one for rehearsing children’s 
names, to help the youngsters gel acquainted. “Mary’s eating 
her cracker," or “Johnny has a new red shirt,” or merely an 
enumeration of each child’s name helps the children to know 
one another. 

Finally, the teacher should know what to say to a child who 
asks too many questions. The highly verbal child who has spent 
a great deal of time with adults, particularly the child who is 
poor at using his hands, may follow the teacher around with a 
constant barrage of questions. She should give honest, factual 
answers to his questions, but needs to set limits to how much 
time she will devote to this sort of thing. Turning the questions 
back to him often changes the pattern. “You tell me” or “What 
do you think?” makes the occupation not quite so pleasurable 
to the child. Finally a firm statement that she has answered all 
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the questions she can, and that it is time for the child to do 
something else, is a conclusion that the too talkative child must 
learn to accept. 

Humor is one of the best verbal techniques to use with 
children. It is important to be aware of what is humorous to a 
child and to show an appreciation of his own humor. This 
humor is usually simple. The 2- and 3 -year-old child, for in- 
stance, always thinks it is funny when his shoes come off with 
his boots, and loves a good laugh over this surprising, ridiculous 
situation. 

The young child laughs at simple repetitive games like 
“Peek-a-boo,” or at the repetition of foolish sounds like “Bang” 
when a car comes down the slide. Animal noises in a fairly 
exaggerated tone are usually considered extremely funny, and 
a quick kiss on the ear or a hug brings an appreciative giggle 
from most children, as well as giving them the assurance that 
they are loved away from home in a way they are loved at home, 
and this adds to a warm, affectionate feeling of well-being and 
security. 

Most children love the humor of exaggeration or complete 
inappropriateness of logic. It is funny to call things by the 
wrong colors: “Do you have on a red undershirt and pants?” 
“I bet your tummy’s purple!” 

“Did you ride your rhinoceros to school?” is considered the 
height of a humorous remark by a 4-year-old. The appeal of 
such fine books as Horton Hatches the Egg and McGelUgot's 
Pool, by Dr. Seuss, lies largely in this sort of highly exaggerated, 
ludicrous statement. 

The 4-year-old child especially likes the humor of words. He 
loves to experiment with sounds, make up silly words. Edward 
Lear’s Nonsense A.B.C. with such verses as 

A was once an apple pie 
Tidy widy 
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Nice insidy 
Apple pie 

brings convulsive merriment to the 4-year-old. 

But 4-ycar'Old humor, like most 4-year-oId activities, can 
quickly get out of bounds. What starts out as a merry play with 
words can degenerate to silly name calling: “You old stupid 
head,” “You silly fatso.” The teacher must firmly squelch a 
tendency in a group that goes beyond the bounds of good taste 
and order and leads to open hostility. 

Humor is a good device to snap children out of a trying 
situation. Humor can postpone the necessity for an unpleasant 
decision. It is a great face saver since it is difficult to be ag- 
grieved and amused at the same time. However, the teacher 
must be cautious with oversensitive children lest they feel she 
is laughing at and not with them. Only an understanding of a 
child’s personality and adroit manipulation of an impersonal 
sort of humor keeps the teacher from offending children with 
her laughter. 

A review of verbal techniques suitable for each age will 
illustrate ways in which the teacher’s approach may vary with 
the age of the child. 

Verbal Techniques at Different Ages 
2 Years 

Verbal techniques are now beginning to be more important 
than physical, whereas at eighteen months the opposite was true. 
It is important to keep language simple, concrete, and repetitive. 
There is no need to fear bonng the 2-year-old with repetition. The 
world is all so new to him that repetition helps him to feel comfort- 
able. It is, however, best to keep language at a minimum. Adults 
who talk too much to the 2-year-old inevitably use words he does 
not understand. Such verbosity from adults may set up patterns 
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of not paying attention in the child. 

Often it is necessary to follow or to support verbalization with 
action. Thus, rather than simply saying, “Go wash your hands,” 
a teacher leads a child to the washbasin as she utters this direction. 
Similarly it is better to say the more specific "Put the blocks on 
the shelf” than simply “Put the blocks away.” Also it is useful to 
supplement the suggestion with demonstration. 

In Some instances words, even though not fully understood, 
can become signal or conditioning words. For example, “It’s his 
turn,” even though the child doesn’t understand fully, seems to 
provide a formula that often works even at two. The words help 
the child to wait, temporarily to give up. But the teacher should 
not use these words unless she is prepared to see to it that the child 
who has given up gets some substitute satisfaction, or his turn 
later. Also, such words as “again” and “another," although they 
are abstract, convey, with demonstration, the notion to a child 
that there are more experiences or more possessions available to 
him. 

The teacher can try to get the child himself to use verbal rather 
than physical approaches in a dispute by saying, "Tell him what 
you want; don’t hit him,” and then seeing to it that this is in some 
way carried out, even if she has to supply the words. Children of 
this age respond very well to verbally expressed affection, com* 
bined with physical manifestations of affection. 

2'A Years 

Questions such as “Where does your coat go?” can be good 
motivators. But it is important to avoid questions which can be 

answered by “No,” such as "Do you want to ?" or “Would 

you like to ?” In general, it is good to avoid giving choices, 

for children find, as soon as they have made a choice in one 
direction, that the other is highly desirable. 

However, sometimes giving choices about things that do not 
matter may act as a motivator. For example, putting milk into 
both a blue and a red cup, and asking, “Do you w-ant the blue one 
or the red one?” may first bring the selection of blue, then the 
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selection of red, but in any case milk will not have been the issue 
in question! 

Face-saving directions are useful, such as, “You 

could or “How about It is wise not to meet the 

child head on with a too direct command, unless this is absolutely 
necessary. Verbalization about some neutral topic can be used as 
a distraction when children become especially negative of insist, 
“Me do it myself.” The teacher can talk about something else, 
while actually doing something for them (such as putting on a 
snowsuit with which they have had great difficulty). Or a running 
commentary which does not cue them to a negative response, such 
as “I wonder if you could go down that big slide; I wonder if it’s 
too high for you,” may motivate them to a desired activily- 
This last verbalization also appeals to the child's love of praise 
and pride in accomplishment. Such appeals seem foolproof at 
most ages and work especially well with the 2V4 -year-old when 
they are directed to his being big, strong, or very attractive. For 
example, the remark “You have such a pretty dress, I hope you 
won’t get it dirty” may be a special motivation to cleanliness. 
Verbal expressions of affection as well as of praise arc highly 
effective. 

It is important to speak slowly and carefully and to emphasize 
certain words Getting just the right word or phrase is important. 
When the child is older, there is more choice as to what words are 
effective; at this age just the nght word is essential. There is still 
considerable need for the specific. “Dangerous” is not an effective 
word. It is better to say, “If you do such- and 'SUch, such-and-such 
will happen ’’ 

3 Years 

Language now takes on a whole new texture and dimension. 
U is no longer necessary to repeat so much, or to say just the right 
thing. Spontaneous, two-way conversations are now coming in. A 
remark from a teacher often sets a child off on a series of associa- 
tive responses 

Play and routines usually go so smoothly at three that a 
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teacher is not aware of verbal techniques. However, specific con- 
crete suggestions still work better than general ones. It works best 
to put things positively rather than negatively; "We put the books 
on the shelf," rather than "We don’t throw the books"; or "We 
put the blocks down quietly so that they don’t break.” It is still 
best to avoid “Do you want to?" for necessary routines or other 
important issues. And certain words can be extremely successful 
as motivators — "big,” “new,” "surprise,” “different.” Verbal 
praise and expression of affection are still most effective. 

Face saving is less necessary than at two-and-a-half, but still 
such tentative phrases as “You could help,” or “Maybe,” or “How 
about?” are useful. Most Threes can listen when reasoned with 
and may give in and change their minds. Giving a command in 
a whisper is now often extremely effective, both in getting atten- 
tion and in inducing compliance. 

3% Years 

Going to extremes, such as speaking very loudly or very softly, 
works well with children of this age. They themselves, too, like 
either to shout or to whisper. Indeed, since most behavior tends 
to be exaggerated at this age, the teacher must be careful not to 
let extreme behavior get out of hand. The timing of techniques is 
therefore important to prevent excessive exuberance or negativ- 
ism. 

The clement of surprise can be a timely distractor or motiva- 
tor. “Do you know what?” is usually a question that interrupts a 
child’s actions or thoughts and makes him receptive to the idea of 
some pleasant information. The idea of something new and excit- 
ing can be emphasized by the use of such words as "surprise,” 
“new,” and “different.” Also a child can be distracted from unde- 
sirable behavior by some question such as “Did you ever go to the 
zoo?” Verbal praise and expressions of affection continue to be 
useful and important: “I like you,” “You’re my friend.” One 
cannot, apparently, overuse this technique. 

Spontaneous verbalization is likely to embellish and accom- 
pany a child’s play with other children, and the teacher, listening 
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to this conversation, can utilize it to further her own techniques 
Good behavior, more imaginative play, can often be furthered by 
repeating one child’s conversation to another, or by pointing out 
some attractive activity of one child to another. 

Play with imaginary companions may be at its height, with 
much verbalization from the child to his companion. But the child 
may be highly embarrassed if a teacher makes any comment about 
this He usually regards his imaginary companion as a special, 
private friend, and it is infrequent to have references to such a 
companion made at nursery school, where other companions are 
available. 

However, children of this age often call themselves by some 
name other than their own, and a teacher can sometimes motivate 
them to desired behavior by using this other name: “And now 
Mickey Mouse does so and so,” or “Now Kitten can do so and 
so.” A teacher’s verbalization can also be helpful in bringing an 
excluded child into play: "But he’s the milkman,” or “You could 
invite her to be your guest,” or “She could be the grandmother.” 

4 Years 

Praise and compliment, for appearance or activity, continues 
to be one of the most effective techniques for making things go 
smoothly. The remark ‘That’s the handsomest shirt I ever saw” 
is certain to bring appreciative response in a child. In praising 
activities and abilities, however, it is important to use new and 
interesting adjectives and not to praise something which the child, 
now much more self-cntical, knows to be poor. Instead of saying 
an artistic creation is good, for instance, it is better (when it is 
clearly not a talented production), to remark, “That’s an interest- 
ing painting,” or “That’s pretty good, especially since it’s Ibe first 
time you’ve ever drawn a horse.” 

Frequently verbalization about expected good behavior from 
the child produces this expected behavior. Also, it is possibl'e to 
help children use this very technique with other children. The 
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teacher may say, “I bet he really appreciates the way you helped 
him,” and this statement may not only surprise and please both 
participants, but may really help them to cooperative endeavors. 

Teachers can interpret other people's feelings or give reasons 
why they do certain things. And the teacher can help children 
realize the effectiveness of verbal techniques: “I think if you ask 
him nicely, he’ll give you that toy.” Although the teacher still 
needs to help the excluded child by suggesting roles he might fill 
in play, it is possible with the Fours to make a direct suggestion 
that another child be included in play. The 4-year-oId is more 
ready to be aware of another child’s potentialities in play, and can 
respond to such a simple suggestion as “You can ask Bemie to 
come and play with you” without the necessity of the teacher’s 
providing a special niche for Bemie. 

At this age the concept of “It’s the mle” (that no one brings 
mice or guns to school, or goes out of the yard) will often be 
accepted without question. However, it is important not to over- 
use this expression in small, temporary situations, such as “It’s 
the rule that you have to give him that toy.” The expression “It 
is (isn’t) fair” is often effective even though a child may not fully 
understand it. Special, silly words, whose meaning the children 
have come to accept, are often more effective than a plain state- 
ment. Thus “Don’t push” is far less effective than “Don’t be a 
goober" (pusher). 

Although a positive suggestion is still most effective. Fours can 
respond well to the negative of “Never, never, never” or “We 
don’t throw stones, because people can be hurt.” The teacher must 
determine when it will be more effective to discipline a child 
verbally before the group, and when she will take him aside and 
have a serious talk. When children are reprimanded before the 
group, they are apt to become silly. A private talk often works 
best. 

Fours especially love exaggeration and verbal silliness, and a 
teacher’s verbal participation in these interests, or her apprecia- 
tion of their interest in the gory, bloody, and violent, can direct 
her techniques when she wants to be certain of getting attention. 
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TECHNIQUES FOR HELPING CHILDREN GET ALONG 
WITH OTHER CHILDREN 

Once the child has accepted a separation from his mother 
as inevitable, or even desirable, nursery school stimulates his 
growth in all his potentials — in gross and fine motor areas, in 
language, in adaptive use of hand and eye, and in personal- 
social adjustment. In the first three areas, there is little necessity 
for special techniques on the part of the teacher to smooth the 
way. The child chiefly needs suitable materials at hand to 
stimulate his growing mind and muscles. The demands of 
growth and his own lively curiosity keep him in constant ex- 
ploration of his environment. 

The unusual opportunity afforded by nursery school, how- 
ever, is that under ideal conditions it stimulates growth in social 
areas at a very early age. Children face the problem of adjusting 
to other children, not in the streets or with an unsupervised 
neighborhood group, but in a group suitably matched in age, 
and with the constant protection and supervision of an under- 
standing adult. Here children grow in their conceptions of what 
other people are like, of what is pleasing, what is practical, what 
is expedient with their peers. And they learn what is fun — ^the 
joy of an experience shared with another child, or with a group. 

To help the child in his relationships with other children, 
the teacher must be keenly aware of the nature of social poten- 
tialities of children of various ages and must adapt her tech- 
niques accordingly. 

With the 2’year-cld, for example, the teacher must realize that 
play will be chiefly solitary; children will spend a lot of time 
watching other children or engaging in parallel play- Children will 
engage in a good deal of physical exploration of each other — 
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especially aggressive approaches. Hitting at this age does not 
necessarily mean dislike — it may be the only form of social contact 
that the child knows. A child may begin by stroking another 
child’s hair because he likes the way it looks, then he may pull it 
to see how it feels. A teacher must realize that she is going to have 
to teach 2-ycar-olds the absolute fundamentals of getting along 
with other children. Often it seems that the 2-year-old might enjoy 
school more if the others were not there, and the teacher’s main 
problem may be to get them to tolerate one another. Also, children 
of two years dislike and have little ability to give up possessions 
or to share them. 

Since the 2-year-old is so primitive in his ability to play with 
other children, it may be well to start a child in school in a small 
room with just one or two other children. There should be dupli- 
cate toys, to avoid quarrels over possessions. When the inevitable 
struggle over control begins, it is well to have an identical toy to 
hand to the second child. The teacher can stimulate parallel play 
by her verbalization. “He’s making a cake for you. You could 
make a cake, too” is a suitable remark for two 2-ycar-olds pound- 
ing their respective cakes at the clay table. 

Social relationships can be interpreted in positive ways: “How 
nice that he made you a cake,” or “He likes to do the puzzle with 
you,” or “He wants you to ride him on the train." Hitting and 
other physical approaches should be turned into something posi- 
tive, if possible. Instead of hitting another child, the molester may 
be encouraged just to touch or stroke the other child. Or he may 
be given something to hand to the other child. The child should 
be helped to excuse accidents and aggressions by the teacher’s 
saying, “He didn’t mean to” when another child knocks over a 
building or snatches away a toy. The teacher must try to set the 
matter right, to show other ways of social interaction. 

By the time a child is two-and-a-half, there will be much more 
social interaction than at two, but usually such interaction tends 
to be negative and destructive. There is a great deal of grabbing, 
hitting, and the manifestation of extreme possessiveness. Children 
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seem not only unwilling to share the toy they are playing with, but 
want to control those toys which they have played with, or might 
plan to play with. Consequently, a great deal of physical separa- 
tion and protection is needed. The teachers must try to anticipate 
and to protect children from too many situations where they will 
need to be negative, aggressive, and possessive. 

For example, when children get into trouble it is wise to take 
them away from the situation at once, (Often picking them up and 
carrying them to a part of the school where they are alone with 
the teacher is best.) Usually the removal of one child is sufficiently 
unusual to stop the trouble, and the teacher can talk to the child, 
explain what the difficulty was, then take him back to the situation 
so that she can show him another, more effective approach. Sev- 
eral quick moves are often necessary: a quick one of separation and 
then one of placating and then perhaps one of reinstating. 

Sometimes, instead of moving the child of two-and-a-half from 
a situation which is fast becoming a shambles, discipline by use of 
talk is quite effective. Whereas with the 2-year-old it is important 
to keep words short and sentences short, six months later a long 
flow of words directed to a child may calm him even when he 
doesn’t understand too much of what is being said. The teacher 
can then take advantage of the momentary calm, separate the 
aggressors, restore the shattered situation, or introduce a new 
interest. 

There arc several standard bits of advice that the child of 
two-and-a-half does understand and that the teacher can use as 
verbal techniques. She can verbally suggest the use of substitutes, 
when one child is grabbing toys from another. “What else could 
he use? What can we get for him?” With such queries the child 
changes rapidly from the attacker to a solicitous helper, eager to 
get some other toys for the aggrieved child, and usually, with the 
teacher’s help, both children are at length satisfied. 

It is sometimes amusing to note that after a period of this sort 
of indoctrination a child may do this sort of substituting on his 
protects a toy he is playing with, but goes off to get 
another to proffer to the aggressive cluhL Oc he may even be the 
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aggressor, and try to give another toy instead of the prize he 
wishes to carry away. It becomes clear that the children have not 
worked out all the fine points of barter, but they at least can come 
to have the idea that barter, rather than forceful attack, is the 
preferred method to get possession. 

The teacher can also be helpful in quarrels over possessions by 
using the magic word “needs,” which the 2 54 -year-old seems to 
accept: “But Johnny needs it,” is often considered to be an ade- 
quate explanation. The teacher can also talk about taking turns, 
even though she will have to use strong supervision to make the 
idea of taking turns work in practice. 

Positive maneuvers can also be utilized. The teacher can en- 
courage natural expression of affection between children. “Peter 
likes you," she can say to the child sitting beside Peter. Repeating 
children’s names to each other, commenting on their clothes, their 
activities, what they do at home brings them to one another’s 
attention in ways that are not competitive. It is easy, too, to 
encourage humorous interaction among children of two-and-a- 
half. This is particularly useful out of doors, where they can be 
shown the amusement of making silly faces or silly sounds or 
engaging in silly actions, such as all stamping their feet. This sort 
of interaction is best out of doors, because the child of two-and-a- 
half can be carried away with foolishness and is more likely to go 
out of bounds in his enthusiasm indoors than out. 

Indoors the teacher can make an effort to see that the shy 
children play together and the noisy ones together, so that the shy 
children are not overpowered. Such an arrangement should not be 
considered a permanent one, however, for noisy children over- 
stimulate each other very often, and the shy ones often precisely 
need the sort of expression that the highly extroverted ones can 
encourage them to give. But in the early stages of adjustment, it 
is well to match like temperaments. 

Adj'ustment of child to child is also helped if the environment 
is so set up that it suggests imaginative play. The teacher really 
needs to participate in play and show children of two-and-a-half 
what to do, or tell them what to do. They will cooperate but they 
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have so little experience with playing with one another that they 
cannot initiate play or carry it on very far without the teacher’s 
immediate help and participation. She can sit in the doll comer, 
for example, and while she dresses a baby she will ask one child 
to cook the supper, another to set the table, another to put the 
baby to bed or iron the clothes. Sometimes several try to carry out 
the same activity at once, and then the teacher must make a 
judicious settlement of such contests m the manner that has been 
suggested But she can keep the play moving a long time by her 
presence and verbalizations about play. She can help block build- 
ing too by sitting on the floor, occasionally placing a block, mostly 
supplying encouragement and verbalization about the blocks al- 
ready placed. “Will a car fit on this road?” she can ask about a 
vertical alignment of blocks, and thus set up a highway. “Who 
lives in this house?" she can ask about a pile of blocks, and then 
welcome the stuffed animals, dolls, or cooking utensils that may 
be added to the structure, and demonstrate how these might fit in. 

By the time a child is three, the teacher’s role in adjusting 
children to play is less active. She can enrich and elaborate play 
by standing near and offering creative ideas. But she does not need 
to help and demonstrate as she did with the younger child. Such 
questions as “Who’ll be the doctor?" or “Now I wonder who’s 
going to cook the dinner?" can be enough to start an elaborate 
sickroom drama or marketing spree. 

Teachers can now talk really effectively about “friends” and 
a great deal can be done with this concept. If there is sufficient 
mention that a person is a friend, that person tends to become a 
friend. (However, twosomes tend to predominate in play, not 
threesomes.) A child can be persuaded to imitate the positive thing 
a "friend” is doing. Some can learn to come to school without 
crying, be toilet-t rained, play happily, just because the friend does 
these things. Sometimes just a few words, directing attention to 
another child, may be all that is needed to get a child to go and 
play happily with that other one. “Oh, look at Muffy!” may 
prompt a good half-hour of happy play between two children. 
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Cooperation, sharing, taking turns all seem at this age to come 
more naturally and with less help from the teacher. There is less 
but still some need for the use of special phrases such as *'He needs 
it,” or “When he’s finished.” They may need and accept a little 
help about taking turns; “Ask him when he is going to be through 
with it” is a phrase that is often helpful. 

Verbal techniques can usually solve quarrels right on the spot, 
without separating the children, with the teacher’s saying, “Now 
tell me what happened.” When there is trouble, children may 
accept suggestions, as “I don’t think that was a good idea” or 
“Let’s think of a better idea.” Teachers can now allow a certain 
amount of quarreling, shouting, rowdy play — watching to see that 
it doesn’t go too far. This kind of play often helps children to like 
each other. After they have knocked over a pile of blocks, they 
sometimes squeal in delight and enjoy a time of “swimming” 
among the blocks on the floor, tumbling and falling on them. The 
teacher can step in and start a new structure, or get their help in 
picking them up before exuberance gets out of bounds and some- 
one gets hurt. 

Thus the teacher’s role in adjusting 3-year-olds to each other 
is more to encourage or start friendships, or give ideas for elabo- 
rating play, than actually to discipline or give children techniques 
for getting on with each other. 

Such techniques also carry on at three-and-a~half. There is, at 
thrcc-and-a-half, more of a tendency for a group to become over- 
excited and rowdy, however, because of the increased tension of 
the child of that age. Planned activity such as pasting, crayoning, 
painting, rather than free play, helps alleviate many tensions. Or 
a teacher can help calm a group by whispering to them, thus 
getting their cooperation in being quiet. The child of threc-and-a- 
half often destroys his adjustment with his peers by wearing him- 
self out with his tensions. 

At this age, groups of more than two begin playing together, 
and group play requires more imagination. But there is also a 
marked tendency toward exclusion of certain children, and a tea- 
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chcr’s efforts must be directed to encouraging group play and 
trying to prevent the exclusion of particular children. Sometimes 
the teacher herself can come into the group bringing an excluded 
child, without saying much. The extra child may be accepted 
along with the teacher, who might suggest some role for the 
excluded child to play; “He’s the milkman bringing the milk,” 
or "He’s the mailman,” or “He’s the puppy playing on the 
floor.” 

With 4-year-olds, teacher techniques can be applied before the 
day starts, in planning the day’s program. Most 4-year-olds like 
group work and planned activities and can best adjust to other 
children when the play is flexibly organized. The teacher needs to 
plan in advance centers of play for small groups — doll comer, 
block comer — and plan that highly noisy or aggressive play will 
not interfere with quiet play. For the 4-ycar-old has a notion of 
what is proper, is not likely to tolerate cars in the doll comer, for 
example, as the 3-year-old would be more likely to do. Four-year- 
olds like projects; making murals, pasting, coloring. The standards 
of accomplishment, of course, should not be beyond their age, but 
they like sitting down together at a table (providing they are 
permitted to leave when they wish) to engage in such projects. 

However, although the teacher of the 4-ycar-old recognizes 
that most children of this age are gregarious and ready for group 
activities, she must realize that some will be lonely. She must find 
a friend for those who need one and, as earlier, make use of the 
word “friend” and plan things that two can do together. It is good 
to have on hand the kinds of equipment that take two to play — 
the rocking boat, a game of Lotto. Pointing out similarities can 
stimulate friendship and liking, too; "You have the same color 
hair” or “You have the same kind of shoelaces.” The 4-year'Old 
likes to do special jobs, and friendship can be stimulated by having 
two children carry a board or dean up the guinea pig cage or set 
out milk and crackers. Play with dough and clay where not too 
much conversation is needed can help the solitary 4-year-olds get 
acquainted with one another. 
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The solitary child at four may be excluded by groups, even 
more than at three-and-a-half, since differences are not only no- 
ticed but often verbally remarked upon. Again, teachers can help 
the excluded child by giving that child a special role to play. Also, 
if a child is not accepted well by the others, the teacher can admire 
some activity or performance of that child, so that others may 
admire it and him. 

The teacher stimulates play at four largely with equipment. 
Furnishing costumes and props suggests wonderfully imaginative 
play. Equipment must be changed around and increased through- 
out the year. The teacher does well to hold back certain kinds of 
equipment, adding it during the year as a means of stimulating 
new play. The active, exuberant 4-year-old often goes out of 
bounds in his play, and the teacher must have techniques to calm 
a group so that the quieter children are not overwhelmed and so 
that the rambunctious ones do not destroy possibilities of play by 
their destructive foolishness. Music, beating time, organizing a 
small rhythm band can help calm down a bad morning. A quiet 
time sitting on pillows (Fours need often to be “contained” in this 
way by having a special place to sit) and listening to music or a 
story takes care of play that has deteriorated to destructiveness. 
Supervised carpentry or play in a “noisy room” (a place apart 
from the group where they can let off steam for a while in legiti- 
mate ways) can help children get rid of aggressions or an overa- 
bundance of energy. 

If there is trouble in the group, the teacher may by the next 
day change the physical setup so as to avoid the difficulty. Right 
at the moment of trouble some project, such as “moving,” chang- 
ing the equipment around, may help. Now more than before, 
children can work out their own disagreements. If the teacher has 
to intervene, sometimes just standing near is enough. Sometimes 
reasoning will do the trick. Sometimes physical intervention — 
carrying a child away from the group — is needed. Humor can 
often save a situation, if the teacher understands and hits upon 
something that will be funny to 4-year-olds. Ridiculous and com- 
plicated words to describe the state of affairs may make quarreling 
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children begin to laugh and to imitate or elaborate on the foolish 
words. To end a quarrel, often no more may be needed than to 

make the statement, “It’s a rule that Fours seem to be 

quiet impressed by the magic of the word “rule," perhaps because 
it seems a depersonalized concept. The teacher can also use such 
a physical prop as her watch to depersonalize her decision about 
taking turns. ‘T’ll look at my watch and let you know when it’s 
your turn” seems to be an excellent formula to manage the prob- 
lem of taking turns. 

Such arc some of the techniques for helping children to play 
with one another. With many children, separation from the 
mother is managed fairly speedily. But the matter of association 
with members of a group is a dynamic situation in which the child 
constantly needs guidance as he grows and changes. 



12 


Techniques for Routines and for 
Effecting Transitions 

techniques for routines 

The routines of eating, sleeping, and toilet training represent 
the first demands of society on the young child. The parent has 
already made demands in these areas before the child comes to 
nursery school. However, problems in these routines at home 
do not necessarily mean similar problems at school. Very often 
a child will use the toilet at school and thus begin his toilet 
training, which may have been unsuccessful at home. Or he 
may drink milk for the first time at school. Even sleep problems 
have been known to be alleviated by a child’s attendance at 
nursery school. His new interests and new way of life sometimes 
set up different and improved patterns with regard to sleep at 
home. 

At the Gesell Nursery School we do not have a formal 
resting period during the morning. We do alternate quiet times 
with active times, and so plan the morning that children are 
ready for sedentary activities such as music, story, milk and 
crackers after they have worked off energy in more active physi- 
cal ways. The child who does not wish to take part in these quiet 
activities is not forced to do so, but he is not allowed at these 
times to behave in a way that will disturb the rest of the group. 


209 
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He may go off and play in the doll corner alone, play with sand, 
look at books, or listen to music in another room with the 
supervision of a teacher. But he may not gallop around the same 
room with the others, make loud noises, or otherwise disrupt 
a group that is quiet. 

Some nursery schools do not believe that there should be 
scheduled routines; such schools often adopt the more permis- 
sive attitude toward discipline. And while extremely free, non- 
scheduled schools can be very spontaneous and creative, often 
such an atmosphere provokes lazy, uninspired teaching. 

The chief danger in routines, it seems, is that they may 
become too rigid. If a teacher finds herself depending too much 
on very rigid routines and schedules, she might question her 
fitness for teaching young children. There should be consider- 
able flexibility. Routines should have a sequence, but not a set 
number of minutes for each thing. Also there must always be 
great respect for individual differences. As we have already 
suggested, some children may be allowed to occupy themselves 
in other ways meaningful to them, rather than take part in all 
routines. Such freedom, of course, demands enough teachers so 
that if a child cannot fit into the routines, a teacher can be with 
him if he has to be somewhere else. 

One of the great arguments in favor of routines seems to be 
that most children enjoy them. For many they not only give 
boundaries, but provide a positive experience. Omitting or 
changing routines distresses many children. Without them, 
each child might set up his own, which might not mesh with 
any kind of possible group activity. We feel that nursery school 
increases in value as it makes the children enjoy group experi- 
ences. A routine, not too rigidly imposed, seems to give security 
to children who might otherwise be anxious. It seems to give 
them anchor points, helps them to understand, gives them 
something to know and cling to insofar as it gives some predict- 
ability to the events of the day. 
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Children often worry vaguely about what is coming next, 
and routines give them clues. They like to talk about what 
comes next — “After milk and crackers we have stories, and 
then we go outside." Such a sequence is convenient for a teacher 
in directing children, and in reassuring them of the inevitable 
occurrence of some highly desirable activity. The frequent ten* 
dency of the child at home to set up his own rituals when he 
has to deal with the experience of separation in sleep, for exam- 
ple, shows that routines are reassuring. A child tends to deal 
with the stages of tension in his own growth, particularly at the 
ages of two-and-a-half and three-and-a-half, by creating new 
rituals for himself. 

Events which are apt to occur regularly for every child at 
school are toileting, music, milk and crackers, listening to a 
story, and dressing. Music, milk and crackers, and stories are 
group activities, in that most of the children participate at the 
same time and respect whatever social limitations may be in- 
volved for the general welfare of everyone in such participation. 

We shall describe specific techniques for managing each of 
these routines, with special regard to the different ages of chil- 
dren in order to illustrate ways in which general techniques 
may vary with age. 


Toileting 

General Comments 

There is more variation in the routine of toileting than in any 
of the other routines. In general. 2-year-oIds are taken to the toilet 
soon after they come in from their outdoor play. This is not 
handled by bringing all children to the toilet; many are not ready 
for the experience and may resist. Verbal suggestions prompt 
many 3-year-oIds to go; some may need to be taken during the 
period of free play. Fours, also, need suggestion sometimes, for 
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they arc so busy and happy in their play that they do not like to 
interrupt it. But the whole procedure should be made as casual as 
possible and should consider each child’s individual needs. 

It is important to have no pressure, no unpleasant experiences 
in connection with this routine. This seems to be a function about 
which a child particularly wishes to exercise his autonomy, and 
it is usually better to have “accidents” than to tangle with a child’s 
feelings of independence. 

It is well to have a regular time for toileting, usually midway 
through the morning (although some children must go earlier) In 
midmoming, the young children can be taken one at a time. The 
teacher can say to the older ones, “Would anyone like to go to the 
toilet now?" The regular time gives some assurance that all chil- 
dren at least have a chance, or reminder, for toileting. 

Hand washing is not insisted on after toileting at any age; it 
is only suggested that the 4-year-olds wash their hands. At the 
younger ages, the toileting procedure is usually complicated and 
time-consuming enough without adding hand washing. Younger 
children also dislike being taken away from the wash basin once 
they begin the happy project of elaborate hand washing. 

2 Years 

In general, the 2-ycar-old is unaware of the whole problem, 
comes to school in diapers and rubber pants, and doesn’t want to 
have any attention paid to this matter at all. If he has a bowel 
movement, however, this is usually apparent and should be at- 
tended to. 

The teacher must look for readiness, and readiness might even 
be encouraged. For example, the child who has become aware of 
his toileting functions can sometimes profitably be taken to the 
bathroom on some pretext or other (to wash his doll in the basin, 
or to give his Teddy a drink), and thus he can see the others who 
are using the toilets. Taking a child who is not yet trained to the 
bathroom along with one who is, is sometimes helpful. The 
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teacher should make no advances to the child who is not ready, 
but should give her attention to the child who is, and might praise 
his performance. 

When the child shows interest in the toilet, it is better to have 
him come to school in training pants rather than diapers. Training 
pants are easily changed and allow the child to notice the puddle 
he makes. Sometimes a child who has had an accident will allow 
the teacher to change his pants in the bathroom — he may even sit 
on the toilet while this is being done. So long as there is no 
unpleasantness involved in this procedure, it may be a good idea 
in associating the bathroom with the puddle that has just oc- 
curred. 

Some children have already started toilet training at home and 
need help in carrying it on at school. Boys sometimes need help 
in aiming. Some boys prefer to sit down on the toilet for urinating. 
Some children demand privacy — but this is more common at three 
than at two. Some children at two, three, or four have great 
reluctance to use the school toilet and say they want to wait and 
Use the one at home. Sometimes these children wait till their 
mother comes at the end of the morning and use the school toilet 
then. 

214 Years 

Only a minority have accidents at this age. About half the 
group ask for toileting when they need it, so there is not the same 
problem as earlier. Those who Just don't care if they are wet, 
however, have such a long way to go that it is a mistake to make 
Very much of the matter. 

The child’s general pattern of negativism may operate with 
regard to toileting, even though he is already "trained.” If be 
resists, it is possible to try picking him up and talking about 
something else as be is carried into the bathroom. But if real 
resistance persists, it is wise to abandon this procedure too. Any 
forcing might lead to bad results at home and might harm his 
adjustment to nursery school. Most children at two-and-a- 
half years are too alert for tricks that worked with f he 2-year-oId. 
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such as holding their hand, or taking their doll into the bath- 
room 

3 Years 

There arc still quite a few who object at this age to toileting 
at school, particularly during the first few weeks. This should be 
respected. Most, however, are toilet -trained. They will tell when 
they’re going, and will ask, if they need any help. They are apt to 
need help in pulling up pants. Most tell spontaneously or agree 
when reminded. Routine toileting is necessary only for the 
younger ones in the group. The teacher often asks about toileting 
just before putting snowpants on for going outside But the 
majority ask when they need, or go by themselves. 

The teacher may offer to go to the toileting room with those 
who need to be asked. A few at this age insist that they want to 
go at home. Or a few have to bring their own potty, and this need 
should be respected. 

A 3-year-oId who has an accident may be much embarrassed 
by it. The teacher must give as much reassurance as possible and 
minimize the problem. If girls try to urinate standing up, the 
teacher can assure them that little girls do it the other way. 

3% Years 

This age involves the same techniques as at three, although the 
child now has increased independence. A child of this age is apt 
to express his typically increased tension by urinating frequently. 

4 Years 

Toileting for the most part is now very casual except with 
immature children. Very few problems exist at this age, though 
some child may have an individual problem. The first day at 
school, the teacher shows the toilets to the children and tells them 
that they can use them at any time, and that they can go by 
themselves or that if they want a teacher to go with them she will. 
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Then ihe teacher may need to remind some who are too busy to 
bother. 

Most still consider toileting a social situation. A few, however, 
are beginning to need privacy and this should be respected. There 
may be a little difficulty because of the extremes of curiosity and 
need for privacy which different children show at this age. One 
who needs privacy might need to be protected from one who 
shows extreme curiosity and silliness about this function. 

Thus children may go whenever they wish, but just before rest 
time all go to the bathroom to wash hands and can go to the toilet 
at this time if they wish. A final reminder is given before heavy 
outdoor clothing is put on at the end of the morning. 

Milk and Crackers 

General Comments 

At milk-and-cracker time most of the children sit in chairs at 
a table and share graham crackers from a common basket, pour 
milk from a common pitcher. Some children who are not ready 
to join the group, especially at the younger ages, have their crack- 
ers and milk apart, standing up. Most children join in general 
conversation at the tables, pass the crackers to one another, and 
often pour one another's milk. 

This routine should occur at some scheduled time. It is best, 
in general, near the middle of the morning. Food at this time 
restores energy and provides a good social experience. It seems 
best to have it follow another routine of the group, such as music 
or story time, so that it is easier to get the children to the tables 
as a group. If it follows free play, participation might be more 
scattered. Planned activity before and after milk and crackers 
seems to make all the group activities easier, since transitions can 
be facilitated. 

The teacher must allow leeway about manners, but should 
encourage politeness by example, at least to the extent of 
“Thank you" and “Please” and generally pleasant conversa- 
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tion. It is wise to keep a sponge on the table, to wipe up 
spilled milk easily, with no show of irritation at this inevitable 
happening. Teachers should pass the crackers quickly so that 
the children won’t stand and reach for them and thus spill 
their milk. 

Some parents worry lest children will eat too many crackers 
and thus “spoil their lunch.” We feel, on the contrary, that in the 
unusual excitement of the school expierience, food as nourishing 
as milk and graham crackers gives a much-needed support. It does 
not seem necessary closely to limit the number of crackers they 
can have, since this is a good food served at an appropriate time 
of the day. When the basket of crackers is finished and some of 
the speedy eaters with insatiable appetites ask for more, the 
teacher can satisfy them by saying, “That’s all," and showing 
them the empty basket. 

If the teacher can add an occasional lollipop or hfesaver to the 
habitual milk and crackers, especially at festive times, this is much 
appreciated 

2 Years 

Two-year-olds need to have the lunch period rather early to 
keep up their energy. Some even have to have extra food before 
the regular milk-and -cracker time and must be fed earlier and 
apart from the group. 

From the very beginning, some will sit down at the table, and 
this number increases as the year goes on. A would-be wanderer 
can sometimes be persuaded to join the group by sitting on a 
teacher s lap— or on his mother’s, at the beginning. For some, it 
IS difficult to join the group. Children who don’t want to sit down 
can be given a cracker, or their milk and crackers can be put 
nearby, so that they can eat apart if they wish. 

Children like to try pouring their own milk and should be 
encouraged to do so, white the teacher keeps a hand ready to 
steady and direct those who have difficulty. Conversation will be 
at a minimum; the teacher will have to initiate and for the most 
part carry on simple conversation. 
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will, of course, be spilled. The teacher must not be angry, suf 
prised, or annoyed but should merely say, “Oh, you spilled your 
railkl” and wipe it up. 

4 Years 

Fours enjoy milk and crackers, and conversation is really 
good. One thread of conversation can last for a whole period. They 
save places for friends. This is allowable, but if there is too much 
trouble the teacher may have to decide arbitranly or plan for 
turns. Girls like to linger and chat; boys arc more restless. 

Now they can abide by the rule “One cracker at a time, but 
the total number of crackers to a child is not usually limited. Most 
can wipe their mouths and throw cup and napkin away. There is 
some teasing about this, and they may put their cup m the tea- 
cher’s so that she has to throw both awayl 

Dressing 

General Comments 

Since the children keep on their outdoor clothing and play 
outside at the beginning of the morning, dressing comes only at 
the end of the morning when the child prepares to go outside. This 
is a routine, in that dressing occurs at a regular time and all 
children participate. Participation is not necessarily all at the same 
time, however, since some children prefer to hear more stories 
than others, and the story penod may precede the child’s going 
out of doors. In this routine it is good to have a large enough staff 
to make the activity move quickly, and to plan so that children 
who are not being dressed are happily occupied and contained m 
one room, so that most teachers can help the children who need 
assistance. When half the group is dressed, a large enough staff 
permits two teachers to take this group out first. 

It is good to dress the most aggressive and boisterous first and 
have these among the first to go out. Only a few of the group are 
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boisterous and difficult about dressing; the rest are usually docile. 

Clothes are labeled and placed in individual cubbies. Children 
and teachers soon learn to identify which clothes belong to which 
child. 

2 To 3 Years 

The procedure may vary from child to child and day to day, 
and children at this age are better at taking off than putting on 
clothes. But the teachers have to do most of the dressing. Usually 
there is too little time to make much of a game of dressing or to 
wait for self-help. However, lavish praise is bestowed on any who 
help dress themselves at all. 

It is best to keep the younger children in one room while 
they are being dressed. Teachers bring the clothes to the room 
where children have had their story. Children are given more 
books to look at, and there is more music from the phono- 
graph to divert those who are waiting. The effort is to keep 
them from wandering, since the teachers have to give most of 
their attention to putting on the clothes. 

4 Years 

All children can now help to a certain degree, and some can 
dress themselves entirely. If the teacher can put the snowpants on 
the floor, correctly oriented, this may be all the help the children 
need. Praise for the one who is independent often gets the others 
to imitate with “I can do it too. Watch me.” 

Four-year-olds often need a lot of space when they are getting 
dressed. It often works to put clothes in piles around the playroom 
and to encourage children to dress by their own pile. In any case, 
they need to have enough space so they won’t get into fights, and 
so that their snowpants can be stretched out on the floor. They 
may need special help with drawstrings, zippers, rubbers, or 
gloves. 
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^fus^c Time 

General Comments 

Almost all children like music. They like to participate in 
music directly — by singing (even if they are not producing the 
"coiTcct” tune), and by responding with body movements to 
sound. A teacher can stimulate a child’s interest by singing tunes 
for him, and with him, by beating the rhythm, by clapping, beating 
a pan, swinging a ball, slapping the Boor with hands The child 
often likes best to respond with his entire person to especially 
rhythmical music. 

Favorite songs for singing are the nursery songs and simple 
folk songs. Also popular are songs with dramatic interest, or songs 
reflecting children’s everyday life, such as seasonal happenings, or 
common events at home or school. Ballads, work songs, chants, 
spirituals adapt themselves easily to a child’s singing interest. And 
possible kinds of rhythmic response are more numerous than the 
average adult can imagine: children not only love to clap, gallop, 
hammer, jump, march, roll, stretch, swing, walk, but delight in 
both singing and rhythms in spontaneous creative improvisations. 

At music time all the children gather around the piano, sit on 
the floor (or he on the floor) and listen to the music, or participate 
in the music by singing the various songs and engaging in the 
finger play that often accompanies the songs. All the children 
together participate in the rhythm bands or rhythmic activities 
that follow the singing time. The nature of the songs and length 
of participation, of course, vary with the ages of the children in 
the group, but even 2-year-olds seem to enjoy such an experience. 

Music for the group seems best when it comes at a regular 
time, so that all other toys can be put away and the opportunity 
for distraction be lessened. All teachers should free themselves to 
participate in music, and thus help the boisterous and timid to 
accept the routine. Singing and participation from the teachers 
show the children what to do. 

It is helpful to have a piano, or some musical instrument such 
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as the autoharp or guitar. Such instruments help children discover 
the tunes and rhythms of music. Materials for rhythm bands — 
drums, bells, xylophones, musical triangles — may be introduced 
as early as two-and-a-half with considerable success, for part of 
the period. 

Music time can provide varied experiences. Children begin by 
sitting on the floor in front of the piano, and singing a few songs; 
sometimes they select the songs, sometimes the teacher does so. 
Quiet songs seem to provide the most satisfactory beginning, since 
children have just come from active free play periods. Finger plays 
and songs demanding dramatic actions encourage the children to 
participate in other ways. Bodily responses to rhythm music — 
flying like a bird, pretending to be an airplane, etc. — afford other 
kinds of action. Dramatic response becomes increasingly more 
complicated as the child gets older. 

Some children may have to stay apart from the group and 
listen from a nearby room. Some children enjoy only music that 
lends itself to bodily activity. Such children can help the teacher 
get milk and crackers ready in another room, or can look at a 
book, or listen to records, until the teacher thinks they can profita- 
bly join the group in rhythms. Some have to sit on special chairs 
to help them restrain their tendency to molest other, quiet chil- 
dren. Some simply cannot resist running around the room and 
screaming. When this is distracting or encourages mass participa- 
tion in a similar kind of behavior, the boisterous child must be 
taken away to some other kind of activity. 

One teacher should have the responsibility for planning and 
directing music each day, to ensure interest. But as in other plan- 
ning, flexibility is important so that the children can express spon- 
taneous creations, or so that the teacher can shorten or lengthen 
her program as the situation demands. Usually children can sus- 
tain an interest in music for about a half-hour, providing the 
program is sufficiently varied, and suited to their ages. 

2To2'A Years 

Children can be brought most easily to music by the singing 
of songs they have already heard at home. In general, the Mother 
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Goose Nureery Songs are best for this purpose. “Twinkle, Twin- 
kle, Little Star” and “Humpty Dumpty” seem to be universal 
favorites from first to last. Simple finger plays, such as “Two Little 
Dickte Birds” or “Cobbler, Cobbler, Mend My Shoe” or “Open, 
Shut Them,” are also popular. 

Two-year-olds do not seem to mind singing the same songs at 
each successive music time. New songs must be introduced very 
gradually, and must be very simple. “Chug- Chug-Chug, I’m a 
Little Tug” seems to represent the level of accomplishment which 
can be expected. With new songs the teacher often needs such 
props as a picture showing what the song is about, or an object 
such as a car, a doll, a teddy, a farm animal, to whom the children 
arc to sing their song. She needs to say the words of the song first 
(and many other times) to help the children learn the words as 
well as the music. 

Dramatic response to music involves simple bodily actions — 
running, jumping, crawling — where each child is on his own. As 
the year goes on, simple combinations of children, such as the 
lineup for a train or several circles for “Ring Around the Rosey,” 
are possible. Rhythm bands are worth working with, although 
they seem chaotic at the beginning, since children are liable to 
become more interested in controlling their neighbor’s instrument 
than in using their own 

Quiet singing usually precedes active participation. With 
young children it seems best not to alternate the two, since it is 
very difficult to bring them back to quiet sin^ng once they move 
around the room, 

3 To 3 Vi Years 

At the beginning of the year, children of this age experience 
music in much the same way they did at two and two-and-a-half. 
But before the year is far along they demand more complicated 
songs, songs with more dramatic flair. Children of three-and^- 
half like exaggerated noise or quiet or humor in a song. Television 
favorites are apt to make a bid for popularity. 

Children, too, are much attracted by a “theme” for the music 
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period, such as a visit to a toy shop, and singing about all the 
things they sec in the toy shop; or going with a teddy bear on a 
picnic and singing about all the things they do. Showing pictures 
or producing props to make such themes more graphic assures 
more universal interest at music time. 

Children are rather self-conscious at first about offering their 
own words to a tune, or their own dramatic motions, but begin- 
nings can be made which come to flower at four. Rhythm bands, 
with children as “directors," are much better than formerly. 

4 Years 

This is a particularly rewarding time to listen to and to discuss 
children’s ideas (they arc now more articulate than before) and to 
encourage their efforts to express themselves in music. Children 
love to make music themselves, and music time can often be 
initiated when they are still at free play and start chanting a tune. 
Other children may pick this up quite spontaneously; the teacher 
may move in with encouragement to keep it going, and may help 
with dramatic props. This “made up song” can be repeated and 
added to again and again. 

It is often amazing where a simple idea may lead. For example, 
children may make a boat and want to sing a boat song. A teacher 
can explore what boats children know about (and they know a 
surprising amount), what they feel about boats, and can ask them 
to make the noises or motions of rowboat, sailboat, motor, speed, 
fire, excursion, ferry, police, swan boat — or ocean liner, tug, de- 
stroyer. A discussion of boats may lead to the naming and dramat- 
ization of other things in the water — fish, bell buoys, rocks, waves, 
gulls. Thus music and rhythms may come from a discussion of 
related things that move; or the process may be reversed and 
children may do what the music suggests. 

Fours are very much interested in discussing and manipulating 
trQAtTia!a and Te^a\TOg\Viese to music — scarves, ropes, p^asticballis, 
for example. They ask, “Is it light, is it heavy, does it bounce, docs 
it break?" Then they match musical sounds and movements to the 
materials. 
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Children are now able to have a longer, richer listening expcn* 
ence with music than before. Sometimes they respond actively, 
sometimes passively, to classical music. It is interesting at times 
to see the different kinds of responses of Fours in matching colors 
to music records, sometimes at the easel or with crayons, but 
especially with finger painting. 

Fours are also very attentive to parents or friends who come 
to school and play an instrument — guitar, flute, drum, violin. The 
younger child is often not content unless he can handle the instru- 
ment himself. Fours, however, can be a most appreciative audi- 
ence. 

Story Time 

General Comments 

For stories, the children gather on the floor in a special room 
apart from the general playroom, where there are no toys to 
distract them. (No toys are allowed at any of these group activi- 
ties, for the presence of a toy in a child’s hand inevitably leads to 
snatching by some other child and subsequent interruption of 
group activity. Children learn to put such toys on a shelf till 
"later.") 

Quiet music from a phonograph may set the tone of this pe- 
riod. As children come in, each receives a book to look at. Chil- 
dren arc more selective about what book they choose to “read’’ on 
their own. as they get older. They are also more likely to sit in 
special places, usually on a cushion on the floor, and to sit longer 
than does the younger child. Some do not look at books, but he 
on their pillows and listen to the music. Others talk with their 
friends about the pictures on the walls. Others gaze at the fish in 
the large aquarium, in what seems like hypnotized fascination. No 
loud talking or rough play is permitted in this room; a child who 
cannot be quiet is taken somewhere else. 

Two-year-olds can listen to stories for about twenty minutes; 
Vvea.r-oWi^ Cos abowt V>a\C an Vtow. Some 4-year-cftds can srt and 
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listen as long as stories are being read. With 4-year-olds the situa- 
tion can be so managed that children who want to leave early can 
do so without disrupting the group. With the younger children, a 
more sheeplike tendency operates — when several children leave 
the room, most of the others follow. 

The management of the routines of music and stories requires 
planning and skill from teachers. In general, we must emphasize 
that to carry out these activities successfully a teacher must have 
fairly regular and familiar procedures, as well as considerable art 
in communicating stories and music to children. This art involves 
little tricks to get their attention and usually calls for some dra- 
matic ability and a voice that is clear and pleasant and can adapt 
itself to a variety of tones. It also means that the teacher who takes 
on the tasks of directing music or reading stories must be very 
sensitive to the general age characteristics, and to the individuali- 
ties, of children in her group. 

Some young and high-powered children cannot participate in 
music unless they sit on a chair or on a teacher’s lap. Their 
overwhelming tendency to touch and explore supersedes their 
interest in music, unless they have such boundaries to their activi- 
ties. Other children need to be brought into the group with fre- 
quent comments directed to them personally, such as “Here’s a 
song that Bobby sings especially well" or "Here’s a story about 
going to a store — did you ever go to a store like this one, Kim?” 

Some children have to be a prop man in music — for instance, 
holding up objects that the other children are singing about — a 
cow, star, pumpkin, etc. Some have to sit beside the teacher at the 
piano to help her play — this is usually less discordant if they sit 
so that they bang the higher range of the scale. Such banging can 
be managed only if a number of children do not want to do it at 
once. Frequently only one needs to do this, and he often displays 
a very good sense of rhythm in his accompaniment. 

It is helpful to have as many teachers as possible participate 
in music and stories Not only are a number of laps needed, 
especially for the younger children, but the children are more 
likely to take part if they have the example of the teachers to 
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Stimulate them. The teachers must sing, do the finger plays, crawl 
around the floor like a bear, jump like a rabbit, fly like a bird- 
do whatever the children do, and encourage the children, too, to 
spontaneous response to music and stories, by their interest and 
praise when such spontaneity occurs, or by asking children to “tell 
some more about the song” or “show what else we can do.” 

The reading of a story to the group comes at a regular time and 
in a special room. This room should be apart from the mam 
playroom, if possible, and should be a small room with a rug on 
the floor and with enough pillows available so that each child can 
sit or lie on a pillow on the floor if he wishes. It is important that 
the children remain seated when the story is being read, since 
other children cannot sec the pictures in the book which the 
teacher reads when a wanderer obstructs the view. 

There should be a good supply of books for each child to look 
at on his own when he first comes into the room. He may select 
a book from the low bookshelves in the room, or from a large 
basket where many of the books are kept, or he may accept one 
that a teacher gives him. When he first comes to th^ room, he may, 
if he wishes, lie down and listen to the victrola music. He cannot 
bring his crackers or any toys into the story room, and a teacher 
should be on hand to supervise and arrange the children in proper 
places as they come into the room. 

When the teacher begins to read to the group, she holds her 
book up so that all can see and speaks loudly and clearly enough 
so that all can hear. It is important that she begin with an interest- 
ing hook, hold up an interesting picture, and talk in general about 
what she is going to read. AH other books must be put away, or 
children must sit on the book they have been regarding and thus 
have it ready for future attention when the story to the group is 
finished. 

Flannel boards arc also very good in affording variety. In 
addition, the teacher can sometimes tell children stories without 
using a book or pictures. Children are usually startled initially 
when there is no picture to look at, but if the teacher is a skilled 
storyttlVer, th«fy enjoy and benefit from an experience robbed of 
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the usual visual props, which are increasingly in demand. 

It is helpful, in providing books for the children, to consider 
the kinds of books most appropriate for the different ages. For 
although there are many individual differences in children that are 
influential in fostering their degree of interest in books, such as 
their attention span, their use of language, and their comprehen- 
sion of language, the age of the child suggests in general both his 
potentialities and limitations for enjoying books. 

Often children ask for stories in the middle of their free play 
time, but although the teacher may look briefly and comment on 
the story they select, she asks them to save it till story time. 
Usually there are not enough teachers to allow attention to be 
diverted to reading during the period of free play, and some chil- 
dren need a more varied day than such overattention to books 
would provide. 

2 To 2’/i Years 

At first children mill around the room and many teachers' and 
mothers’ laps are needed to suggest to the children that they can 
enjoy a book without having immediate contact with it. Or chil- 
dren can be set down over and over with the explanation, “So you 
can see the pictures better.” After about six weeks of school most 
children learn what they have to do in order to enjoy the story. 
Some very high-powered ones, or children with minimal language, 
cannot stay in the room for longer than is involved in listening to 
one story. Twenty minutes is usually long enough for story time. 

Of pnmary importance for the average 2-year-old is simplicity 
— large, clear pictures with few details, a situation of minimum 
complexity, simple language with no abstract words or ideas. 
Also, Two likes to have one idea repeated over and over. Indeed, 
his interest in repetition suggests what is perhaps the most impor- 
tant criterion for the success of a book intended for a child of two. 

FAc Z-year-cid's limifed ceperfcirce? center cAieiTy in the Acre 
and now. Thus he enjoys books which depict the sort of sights he 
commonly sees and the sort of day he commonly experiences. He 
likes to hear about getting up, getting dressed, eating breakfast. 
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taking a walk, playing with a wagon, and going to bed in his crib. 

Two-year-olds often wander about, look at books only briefly, 
talk aloud even while the story is being read. Also these younger 
children listen to fewer stories. As the teacher reads to the group, 
she encourages those who want to continue looking at the book 
they have been given when they first came in, to sit on this book. 
When they can thus control the book they have, they seem to be 
more relaxed about listening as the teacher reads. 

Younger children sometimes need to walk up and touch the 
book, put their faces as near as possible to the page. They need 
repeated urgings to sit down so that children behind them can see 
Children particularly prone to wander can often be settled by 
providing them with a special chair to sit on near the teacher. 

3 To 3% Years 

Children of three usually enjoy books very much, and most can 
listen for a half-hour. They become completely carried away by 
the events in the story. 

Although the 3-ycar-old can enjoy those books which have 
been described as suitable for two, he is usually ready for some- 
what more complicated fare. He continues to like simplicity of 
story and picture and reference to experiences with which he is 
likely to be familiar. But the range of his experiences is now 
greater, and such seasonal happenings as building a snowman, 
going to a birthday party, may not have been part of the 2-year- 
old’s conscious world. Three’s expanding interest includes other 
people he is likely to see or hear about. He likes books about road 
menders, carpenters, painters, postmen, taxi men. 

The world of fantasy becomes more distinctly appealing as the 
child moves on toward four. With three-and-a-half, the age when 
imaginary companions are at their height, it is little wonder that 
the stories of anthropomorphized animals are very popular. Curi- 
ous George, by H. A. Rcy, deserves special mention ^cause it is 
such a favorite with Threes and Fours. This book and others m 
the same series about this agile little monkey have an appeal that 
seems to come from that quality wluch makes cartoons so enjoy- 
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able lo children — a combination of the fantastic, the human, the 
humorous, and the daring in a fast-moving, highly dramatic story. 

And although the horror of some of the Grimms’ fairy talcs 
has shocked a few sensitive children and many sensitive parents, 
most 3-year-olds show great enjoyment of the old favorites — 
“Little Red Riding Hood,” “Three Bears," “The Fox and the 
Little Red Hen.” It seems that the average 3- and 4-year-old child 
can handle these themes with equanimity. He enjoys aggression 
and wickedness and imminent disaster with bears, wolves, and 
foxes as villains. He seems to enjoy the threat to security, but he 
seems to remain personally secure and unthreatened in his belief 
that evil will get its due reward. 

4 Years 

The 4-ycar-oId enjoys a long period looking at books, and a 
long period listening. Indeed, some children at four will listen as 
long as a teacher will read. It is not unusual for children to sit in 
rapt attention while five or six books are read for a period as long 
as forty-five minutes. Usually, however, a half-hour is a long 
enough time for the story period. 

Since four is an “out-of-bounds” age, it is not too surprising 
to find that the 4-year-old has a voracious appetite for the dra- 
matic and that no situation seems fantastic enough to overtax the 
constantly inventive imagination of the fantastic, fanciful Four. 
Four-year-olds also like books that exp)eriment with words as well 
as with ideas. They like words flowing in alliterative abundance, 
words in magical chants, words with extremes of sound effects. 
They seem to be unusually able to enjoy humor, both of word and 
of situation. 

Complexity of event and possible horror of situation seem to 
add value to many of the 4-year-old’s favorite tales. Executioners 
and miraculous rescues from destruction have much the same sort 
of appeal that the Grimms’ fairy tales afford. However, caution 
must be exercised to protect those children who cannot tolerate 
a fearful or tension-provoking story. 

The 4-year-old also likes complexity of illustration. He enjoys 
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an abundance and diversity of tiny details 'Whereas the 2-year-old 
demanded a single picture to the page, the 4-year-old delights in 
searching out numerous minutiae in illustrations to stimulate and 
satisfy his constantly expanding interest and imagination. 


TECHNIQUES FOR EFFECTING TRANSITIONS 

Any discussion of nursery school techniques must include 
a consideration of techniques for effecting transitions. Often the 
child who has had trouble in coming to nursery school in the 
first place will also have trouble in shifting from one activity to 
another even after he has adjusted to school. Such children 
seem to be enamored of the stalus quo and need special help to 
make any kind of change attractive. Just as there were many 
individual differences with regard to adjustment, there are nu- 
merous differences in the way children handle transitions. The 
techniques we propose here, however, are general and do not 
consider individual problems. 

2 Years 

AmvaL Personal contact with a teacher helps. A. teacher must be on hand 
to help in the very real problem of detaching the child from the parent. 
The 2-year-old seems in general to need to go from person to person; he 
does not like to be led to a room and left on his own. The teacher may 
need to pick him up or hold his hand or talk to him Some Twos need 
only distraction Others need some simple formula each time, such as 
“Shall we go and sec the bunny?” or “I could find a good puzzle for you.” 
They like to have their name mentioned, with a greeting such as "Good 
morning, Nicholas. I’m happy to sec you *’ 

Going outside. The assurance of a teacher’s attention is important. Twos like 
to have their attention directed to something specific outside, such as 
"Let’s go out and see the slide” 

Taking off outdoor clothes. It seems easiest for an adult to sit on a low chair 
and, holding the child on her lap. take his clothes off. This is seldom 
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complicated, for the child offers little resistance. 

Leaving free play for m usk. It is easier to make this t ransition if children and 
teachers change the environment by picking up all the toys that children 
have been playing with, and putting them on the shelves. All the large 
toys, such as rocking horses, trucks, ladders, should be moved to another 
room. Such cleaning up gives the signal for the transition, allows the 
children to participate in it, and removes distracting objects so that they 
can better give their attention to a routine. 

Going to milk and crackers. Children like to tiptoe, skip, creep, or use some 
such special type of locomotion, to some special tunc at the piano. 

Leaving. Since most children are ready to leave for home when the time 
comes, there is little difliculty with this transition. 

Summary. From any one activity or place to another, picking children up and 
carrying them, or taking their hands and leading them seems to be an 
effective technique. Luring with a favorite toy also works. Personal con- 
tact, setting up the physical situation, repetition arc the main devices 
effective at this age. Often it is not necessary to say anything. Words do 
not play a major role at this age. 

2% Years 

Arrival. Children are apt to make trouble about leaving their mothers and are 
liable to hit mother or hit teacher. A variety of adjustment techniques 
may need to be called on here. Or children build up their own transitions, 
as by kissing parent good-bye. 

Going outside. They often say that they don't want to go outside. But after 
their outdoor clothes are off, they may insist that they do. It is not 
unusual, after they have been out about five minutes, for them to want 
to come in. The teacher must work at distracting them to keep them 
satisfied, as long as possible, where they are. 

Taking off outdoor clothes. Most run around and some do not want their 
clothes taken off. The teacher must hold and distract the reluctant ones, 
and take clothes off while they are unaware of what is happening They 
don’t hang things wp witVrtswt petsora^ verptnitAvn. A pictxtre for each 
cubby helps give a clue where each child's clothes go. 

Leaving free play for music. The same techniques as at two are effective, but 
more verbal techniques which suggest the positive. It is unwise for a 
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teacher to expect much help from the children in picking up the toys. 

Going 10 milk and crackers. A number refuse to walk, skip, tiptoe, or creep 
and must have their crackers and milk brought to them wherever they 
decide to station themselves 

Leaving Children are now likely to make a fuss about leaving The mother 
is liable to be embarrassed if the child runs away or hides or has one more 
turn or otherwise doesn't comply with her request to leave. She then often 
talks too much or uses poor techniques in her embarrassment, and even- 
tually may try to drag away a screaming child If such trouble develops, 
the teacher may help the mother by suggesting that she bring a “surprise” 
to lure the child away. A package, which the child can unwrap as he 
leaves, containing raisins, cereal, or a little sandwich, sometimes is 
enough to make departure pleasant. Or the teacher could help by asking 
the child, “Will you show me your caiT What color is your car? Let’s sec 
if I can find your car." Or she can lure him along by suggesting, “Let’s 
go indoors and get your painting (or a graham cracker) before you go.” 
The teacher can help the child save face — he needs just a little help Or 
she can ask the mother to sit in the car and then can say to the child, 
“Let’s try to find your mother. We’ll go a different way. Let’s surprise 
her." 

Summary. At this age children are likely to resist almost any transition, and 
the teacher must be prepared to cope with resistance. Physical and verbal 
techniques combined arc needed One must be ready for a slow release 
even after interest has waned It is important not to hurry children too 
much ThisisbothapcTSeveiative and a dawdling age If rituals have been 
set up by the child, try to use them instead of fighting against them 

3 Years 

Arrival Threes are usually eager to come to school, and many get out of the 
car by themselves and precede their parents into the school They like to 
be greeted, but often have time for no more than a cheerful “Hi” in return 
Going outside. The majority are eager to go outside and like outdoor activities. 
Taking off outdoor clothes. When they come in. they are all so eager to get 
to playing that all clamor to be undressed at once. The teacher can unsnap 
a few snaps and unzip a few zippers to get them started, and then tell them 
to try the rest themselves. She can also suggest that they help one another 
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in specific instances Their attempts to do so are usually futile, but they 
often enjoy these efforts and are thus kept happily occupied until it is their 
turn to be helped by a teacher. Some children cannot wait at all, however, 
and rush to the playroom with all their warm clothes on, apparently 
unaware that they are so heavily clad. Few have any interest in hanging 
their clothes in their cubbies; they are too interested in starting to play. 

Leaving free play for music. It is still necessary to clear toys away in order 
to help children get their attention directed to music and to keep them 
from being distracted. Many will cooperate in this project. When the 
teacher begins playing the piano, they all come and sit down in front of 
it, on the floor. Children want to bring toys from their earlier play, but 
if they are not separated from these at once, an inevitable quarrel over 
the possession of the toys will interfere with the music. High-spirited 
friends may sit beside one another and become progressively more bois- 
terous unless they are separated. 

Going to milk and crackers. Verbal suggestion and special music are usually 
enough to bring them to this welcome event. 

Z.eavi'ng. Usually they are happy to leave and there is little difficulty about 
this. Some need to perform one more trick or have one more turn at 
something. 

Summary. Once children of this age have learned the routines, they usually 
like to follow them and thus go from one thing to another without 
difficulty. Often the merest verbal suggestion is enough. They like the 
routine, have it in mind, follow it, talk about it. “First we have this and 
then we do this,** they may say spontaneously. Words are usually enough 
to motivate them, but they themselves, with their gross motor drive better 
in hand, may like to run, jump, or hop into the bathroom or elsewhere. 

3% Years 

Children of this age present problems in all transitions very similar 
to those common at two-and-a-half. These problems are more 
diflicult to solve, however, since there is more guile on the part of 
the child, and consequently more subtlety and skill are needed 
from the teacher. Children demonstrate extremes of opposition 
loudly. Often they are tearful and wailing. Sometimes a teacher 
can take them by surprise and override their objections by such 
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a word as “Scatl” when they are balking. 

Or the teacher must be alert to outwit them in more sophis- 
ticated ways. They need new approaches. The fact that something 
worked once does not mean that it will work a second time A 
teacher can try verbal humor or discussions of things that have 
gone on. Children arc often distracted by a discussion of some- 
thing they have read in a story as the teacher asks, “Do you 
remember this or that?” They arc also extremely vulnerable to 
compliments about their appearance and good behavior, even 
when they are behaving their worst. Sometimes a teacher may 
need to go back to physical handling. 


4 Years 

Arrival. Since children are more sophisticated at this age, it is important that 
the child be greeted on arrival in a manner that takes his individuality into 
consideration. Generalized greetings are not good now. Most like a warm, 
personal greeting, and some comment about what they are wearing, who 
brought them to school, and what they’re going to do They enjoy having 
some specific job to do at once, such as helping with the pets or helping 
prepare some matenals Children who have some trouble entering the 
group may be helped by being allowed to bnng something from home that 
they plan to show or share with the group. At the younger ages such 
tokens often cause trouble, because the child must work so hard protect- 
ing them from his predatory peers, but 4-year<ilds respect property 
brought from home. They can be helped in releasing parents with verbal 
suggestion, such as “We’l! say good-bye and then look out the window 
and wave.” 


Comg outside. Children now are so identified with the group that if the group 
goes outside, most want to go too When there is any resistance, the 
teacher can introduce humor, such as an exaggerated way of walking, 
funny talk, ng, or chanting Counting the steps or singing a song using all 
the children s names helps too With some, just taking a hand and talking 
on the way out provides sufficient distraction 
Tak^g c/ethes If an interesting activity is coming along immedi- 

al?; 1 •’'* set their clothes off 

and get to the activity If they have trouble, the teacher can help If they 



TECHNIQUES FOR ROUTINES 235 


balk, she should ignore the resistance, talk about something else, and 
resume help at an appropriate time. She may expedite matters by such 
a ruse as “I’m so eager to see what color pants you have on today.” 

Leaving free play for music. In the schedule in our school, with Fours, it has 
seemed best to have music directly after the children come indoors after 
their play outside. In this way just those children who choose to come to 
music come in; a small group sometimes stays outside Finger play and 
action songs will settle a group down when they first come in to music. 
Transition from music to free play is benefited by some help from the 
teachers. The teacher plays "thinking” music, and children remain quiet 
on the floor until they think what activity they are going to take up. This 
prevents a general scramble to the same activity, or aimless wandering. 

Going to milk and crackers- Teachers and children help pick up the toys and 
set up milk and crackers. A rest time follows, in the same room where 
the story will be read. Planning ahead helps this transition as the teacher 
says, “You better go in and rest now, because after rest time weVc going 
to do so-and-so.” The promise of a new book or a special book can 
facilitate going to the story room. 

Leaving. Generally they are glad to see their parent. Delays arc mostly to 
show something they can do. Those who are reluctant to leave sometimes 
fall prey to an appeal to their spirit of competition, as the teacher says, 
"See if you can beat me to the top of the hill" or "ITl race you to the gate.” 

Summary. Transitions arc in general easy for 4-year-oIds because they like 
the schedule and like to participate in what the whole group does. Balking 
tends to be an individual problem and can be handled individually. A 
well-planned schedule fits what the children would naturally like to do, 
with rest after active times, and active and interesting periods following 
rest. It is necessary to plan so that the whole group won't move all at once, 
causing confusion. It is helpful to send children from group activities one 
at a lime by some device such as “When you feel a tickle on the end of 
your nose, you go," or "The boy with the blue pants can go now.” 
Movement can also be planned through friends — they want to be selected 
to do certain things with certain friends. 
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The Child with Special Needs 
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children (except those who were extremely deviant) as they 
applied. Nursery schools made every effort to meet the individ- 
ual problems of every child — whether his special needs resulted 
from age or individuality factors — but such problems were not 
made a basis for discrimination or labeling. 

However, then as now, it was recognized that there are some 
special kinds of children whose behavior characteristics lie out- 
side normal limits. Teachers asked themselves, as we still do, 
to what extent can a regular nursery school include the retarded 
child, the gifted child, the deaf, blind, or crippled child, the 
autistic child, the child who speaks a different language. New 
kinds of problems are recognized today — hyperkinesis, mini- 
mal brain dysfunction, learning disability. 

To what extent can any or all of these be included in a 
regular nursery school? To what extent can we expect to help 
them? To what extent should we attempt to meet the special 
needs of such children when and if they conflict with the 
smooth running of the group? 

There are many atypical children who can unquestionably 
benefit considerably from at least a limited amount of nursery 
school attendance. However, any such attendance should be 
carefully planned to meet the special needs of each individual 
child. Nursery schools should not, in an excess of kindness or 
zeal, adopt a blanket policy of throwing open their doors to any 
and all handicapped children. There are many who will not 
benefit from nursery school attendance. 

Whatever the special problem of the child in question, it 
may not be so much his kind of problem or even the seriousness 
of the problem (though that must always be considered) as his 
ability to adapt to and to benefit from school attendance that 
M’iJJ determine whether or not nursery’ school H'ould be desir- 
able. 

Some children even with rather severe handicaps seem so 
confident and friendly, so adaptable, that everybody gets on 
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with them, even to the extent that their handicaps may go more 
or less unnoticed. Others with relatively minor handicaps seem 
to be so aware of these handicaps and so bothered by them that 
they have a hard time gaining acceptance from other children 
and fitting into the group. 

It must also be remembered that in all special cases, accep* 
tancc is a two-way thing. Not only must the child accept the 
group, but teacher and group must feel comfortable with the 
child. The extent to which the other children accept a child 
depends a great deal on his own personality and approach. The 
extent to which the teacher accepts the child may depend to 
quite an extent on her. Certainly any teacher must make every 
reasonable attempt to overcome any prejudice she may have 
against certain handicaps. But a teacher can be a very good 
teacher in general and still not be especially effective with cer- 
tain kinds of children. This handicap on the part of the teacher 
must be accepted and respected until or unless she herself can 
overcome it. 

Those who screen applicants for nursery school should have 
knowledge and techniques which enable them to recognize chil- 
dren who might not be expected to benefit from the usual 
nursery school and who need a special kind of school or special 
care. In such cases the school should see to it that the parent 
is referred to the appropriate agency or physician or other child 
specialist who can care for the child’s need if such provision has 
not already been made by the parent. Or sometimes it is effec- 
tive for such a child to have limited participation in a nursery 
school as a supplement to a clinic’s or doctor’s care. 

Schools which undertake to include exceptional children 
need to do careful planning. The school must be sure that the 
children who are accepted will benefit from the experience. To 
this end there must be appropriate diagnostic testing, and rea- 
sonable assurance from a referral agency or physician that in 
their opinion the school will be potentially good for the child. 
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Special children frequently need special transportation or lim- 
ited hours of attendance. Sometimes special physical accommo- 
dations or special curriculum materials need to be supplied. In 
some instances a teacher’s time needs to be sufficiently freed so 
that the child will be assured of her more or less constant 
surveillance. Tutorial sessions from teachers in the school are 
sometimes in order, or arrangements made so that the child can 
work with a special consultant from outside the usual school 
staff. There must be adequate expectation to work with the 
families of these children. 

Except for children with severe handicapping conditions, 
most young handicapped children can be served effectively in 
programs for presumably normal children. In such programs 
children have a maximum opportunity to be treated and edu- 
cated as children. Too often special education programs see the 
disability or handicap first and lose sight of the many aspects 
of normal functioning in a child. The fact that a child is deaf 
or blind does not mean that he may not be well endowed in 
physical and motor skills, for example, and these should be 
developed as fully as possible, along with any special efforts that 
may be made to allow the child compensatory education be- 
cause of his special disability. All aspects of development — 
motor, adaptive, language, personal-social — must be recog- 
nized and developed to their maximum. 

Although many nursery schools can do an excellent job of 
filling the needs of the child with special problems, so far as his 
overall development is concerned we must underline our belief 
that the school takes on a major educational responsibility in 
endeavoring to help such children. The school needs constant 
awareness of the areas where a child requires special help and 
tutorial, psychiatric, physical, or medical sessions to supple- 
ment the regular school program. 

We also emphasize again that there are many instances in 
which the child himself might benefit, but in which the cost to 
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the school and to the other children might be excessive. Any 
benefit to an individual child must in such instances always be 
weighed against (he effect which his presence may have on the 
total group. We shall discuss a few of the kinds of special 
children who might well fit into the program of the ordinary 
nursery school. 

The retarded child. The kind of atypical child who most 
often attends school is the child who is mentally retarded. As 
with other difficulties and differences, a great deal here depends 
both on the degree of retardation and on the personality and 
drive of the child in question. A placid, slow-moving defective 
child who is reasonably good-natured and amenable can often 
fit very satisfactorily into the average nursery school group at 
his own developmental level. An aggressive, unruly child might 
not be able to make a good adjustment even though his develop- 
mental level might be closer to normal. The personal habits and 
social behavior of such a child must also be evaluated. A child 
with too little control might actually constitute a safety hazard 
to himself and to others. 

In many instances of retarded children, attendance might 
help the parents, but it might not be too helpful to the child 
himself. The prognosis and future plans for the child also make 
a difference. If the child’s level is very low and if he probably 
is soon to be institutionalized, nursery school might not be 
worthwhile. But if it is planned that he will continue to live at 
home, the school experience might help a good deal in giving 
him a chance to experience a normal social situation. 

At any rate, attendance should always be on an experimen- 
tal basis. It must prove not to take too much out of the group. 
Unless the child in question seems to be showing some (even 
though slow) improvement, it may not be judged worthwhile to 
continue. 

In cases where nursery school is being considered for a 
retarded child, a preliminary developmental examination could 
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be most helpful both to his parents and to the teachers in 
determining whether or not school attendance should be tried. 

When nursery school attendance does turn out to be suc- 
cessful with retarded children, as is often the case, it can social- 
ize them, relax them, help show whether or not they may later 
fit into regular kindergarten when they are older. School can 
often help to establish some of the basic personal habits which 
the home may not have succeeded in establishing. Also, even 
when school may not change the child too much, frequently it 
turns out to be worthwhile because of the benefit a parent 
derives from the opportunity of receiving help and advice about 
the child from a skilled teacher. 

The slower-developing child, as well as the retarded child, 
can often benefit by nursery school attendance. This can be 
especially true in the case of an immature 5-year-old who seems 
ready for some school experience but is not fully ready for 
kindergarten. Often such a child adjusts very nicely to, and 
enjoys and benefits from, a 4-year-old nursery group experi- 
ence. 

In fact, now that more and more parents and schools are 
going along with our own feeling that it should be a child’s 
behavior age, rather than his chronological age, which deter- 
mines the time of school entrance, many 5-year-olds are not 
being entered in kindergarten. This means that many nursery 
schools are now offering a 5-year-old group or prekindergarten 
group for 5 -year-olds who may not be fully ready for the de- 
mands of kindergarten. 

The blind child. Another problem with which the nursery 
school is frequently confronted is whether or not it can success- 
fully include a blind or partially sighted child in one of its 
regular groups. 

In the case of completely blind children, or those who have 
only light and dark perception, a nursery school planned espe- 
cially for such children, with special equipment and program. 
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is ideal. Sighted children may or may not be included in this 
special group, as the policy of the school dictates. If such a 
nursery for blind children is not available, it is usually worth 
trying to have a child attend a regular nursery school. Such 
attendance would, however, have to be on an extremely in- 
dividualized basis. Such a child should be permitted only as 
much school experience as will benefit him and will not tire, 
upset, or confuse him. 

It is no small undertaking for a school to try to include such 
a child, who will need special and constant attention from a 
teacher or from his parent. Any attendance should definitely be 
on a trial basis. The school must ask itself two questions: Does 
this experience benefit the child, and is it or is it not too hard 
on the group? Attendance at first should be extremely limited 
to be certain that it is not overfatiguing. 

There are of course many simple precautions which must be 
taken when a blind child is attending school. His first visit 
should be alone without other children being there, so that he 
can get used to basic landmarks. Furniture should not be moved 
too often or too much during regular sessions when he is pre- 
sent, as moved landmarks confuse him and could constitute an 
emotional hazard. Someone, teacher or parent, should be con- 
stantly aware of his activities. 

With all the possible complications involved, sometimes it 
turns out to be impractical to have the blind child in a regular 
group. When this is the case, the experiment should be readily 
relinquished without anyone feeling that either the school or 
the child has failed. Such an easy termination is facilitated if the 
attendance is considered from the very first to be on merely a 
trial basis. 

The deaf child. Deafness is one of the easiest handicaps for 
the nureeiy school to work with and can be one of the most 
rewarding. Actually it is not so much the degree of deafness 
which may determine fitness for school as the child’s intdJi- 
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genceand general personality makeup. A well-constituted deaf 
child can successfully accomplish a good deal in nursery school, 
whereas an extremely atypical deaf child often does not fit in. 

School attendance, if it turns out to be practical, can be very 
important for the deaf child. We prefer that he attend a regular 
nursery school rather than just a special school for the deaf. A 
regular school gives him a chance to see normal children play- 
ing, to learn from them, to imitate them. In such a setting he 
can become accustomed to responding quite normally, as nor- 
mal children do, to other normal children. 

The parents of a partially deaf child can help the school to 
know what words he can say and can respond to, and often his 
adjustment seems quite within normal bounds. However, here 
as with other handicaps, though the school should adapt to 
such a child when necessary, the main question is. Can he fit 
into a usual group without too much special attention and 
without seriously disrupting the adjustment of the group? 

Deaf children often become real favorites in a nursery 
school. There is much that a teacher can do to help the other 
children respond to a deaf child effectively. Thus she can tell 
them, “Look right at him when you talk to him.” Having a 
child like this in a group can be a very rewarding experience 
both for the teacher and for the other children, who often can 
actually see his improvement. Deafness in early childhood may 
be initially only in the high-frequency range. A good nursery 
school experience is especially rewarding for a child with this 
kind of deafness. 

The crippled child. There is a serious question, with any 
crippled child, as to whether or not nursery school attendance 
is desirable. Each case should be decided on its own merits. 
Before the school experience is decided upon, there should be 
an initial check with the child’s doctor, his physical therapist, 
or his psychologist. If the child is admitted to the group, there 
should be continuing contact with these specialists. 
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The length and frequency of his visits to school should be 
carefully regulated by what will be beneficial to him. If school 
seems to be really helping him, he should be allowed to con- 
tinue. But the desirability of continued attendance should be 
constantly reviewed. 

As to the response of the other children to such a child — 
it should theoretically be possible to prepare older children 
(4-year-olds) for the appearance and behavior of a crippled 
child. Younger children cannot be as well prepared; but they, 
on the other hand, often do not seem to notice differences. 
However, at any age, some children do question and do seem 
to mind. If so, then the teacher must meet their questions with 
matter-of-fact answers. Sometimes parents can help by talking 
about such differences at home. 

But if a crippled child is not accepted socially in spite of all 
reasonable efforts by the teacher, then in our opinion atten- 
dance should probably be discontinued. The welfare of the total 
group should always be considered, and not simply the welfare 
of some special child. 

The autistic child. This is a kind of child frequently met with 
in nursery schools and one who can usually be absorbed into 
the group without too much difficulty. This type of child can 
often be helped considerably by the school experience without 
too much expense to the group. 

Leo Kanner was the first to describe this kind of difficulty, 
and we refer any serious students of personality deviation to his 
Child Psychiatry' for the best description and treatment of this 
deviation. Briefly, the autistic child is one who does not relate 
in the ordinary way to people and situations, from the begin- 
ning of life on. People say of him “He is in a shell” . . . 
“Happiest when left alone” . . . “Acts as if other people were 
not there.” 


1 Fourth ed (Springfield. Ill • C. C Thomas, 1972) 
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Such children often treat other people as if the people were 
merely objects, and in part their relation to objects may be 
stronger than their relation to people. They also seem to have 
little defined sense of self or of who they are. One autistic boy 
We know, when asked if he could write his name (usually one 
of the first words a child can write), replied in the typically 
hollow, monotonous voice of the autistic child, “I don’t know 
that word. That’s just a middle-sized word and I only know big 
words and little words.” 

Their language, in the early years, often does not convey 
much meaning to other people, and their wish to communicate 
with others may be very slight. They often repeat things just as 
they hear them. Thus if someone says to them, “Say good-bye 
to Mrs. Jones,” they will repeat, “Say good-bye to Mrs. Jones.” 
Their surprising rote memory often encourages their parents, 
but their rigid demand that things be done always in the same 
way (like the 21^ -year-old) can be extremely trying. 

In dealing with a child of this type, it is important to recog- 
nize the fact that he was, in our opinion at least, bom that way. 
Too many parents of autistic children have been counseled that 
the child acts as coldly and impersonally as he does because 
they, the parents, have rejected him. Too many are told that he 
is withdrawing from their own cold treatment of him. In our 
opinion, this is not the case. We do not believe that a child is 
“made” autistic by the way he has been treated. A parent’s cold 
treatment — which he himself inspires — may exaggerate the 
child’s behavior, but it does not cause his coldness. A warm 
approach, conversely, can help to “thaw him out,” but it cannot 
change his basic personality. At he grows older, however, he 
may increasingly learn ways to manage his deviancy in social 
relations and self-awareness. 

This kind of child, in order to effect a reasonably successful 
nursery school experience, requires very special handling. Since 
any discussion of this subject is virtually absent from the litera- 
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turc, we present here at some length special techniques for 
handling the autistic child in nursery school. Use of proper 
techniques facilitates his receiving optimum benefit from the 
experience, and helps to prevent him from disturbing the group. 

First of all, teachers should recognize the basic qualities of 
autistic children and not expect too much. Lack of ability, of 
development, in personal-social relations should be accepted. 
Even the often-observed almost total lack of ego development 
must be fully appreciated before it can be dealt ■with successfully. 

It is important to help the autistic child build up the knowl- 
edge that he is he, and that you are you. He may get the idea about 
another person before he gets the idea about himscif. This is a first 
big step. 

One special teacher should be assigned to each autistic child. 
She does not, of course, have to spend all her time with him, but 
she should always have her eye on him. It is difficult for such a 
child to shift teachers. He has such a slight concept of a teacher 
at best that to shift teachers will mean that he has to start all over 
again. His special teacher can help him by saying his name, over 
and over again 

The autistic child needs the teacher’s protection in his inevita- 
ble rages over failure. When things do not go right, he may go into 
real rages He needs to be protected from hurting himself, other 
people, and objects. 

He needs the teacher’s help in following routines. To some 
extent he may have to be allowed to stick to his own routines. 
There arc often many things he needs to do which may seem silly 
or even undesirable to the teacher, but the rituals and rigidities of 
such a child should be respected. For instance, if he thinks he 
cannot walk but has to be carried over a particular area of the 
floor, he should be carried. He may ask the very same question 
every day. It should be answered. Or he may touch his cap to his 
throat before putting it on his head. Or count to twenty before 
doing something. The teacher will try to lessen his need for elabo- 
rate rituals but will accept those which are needed. She should go 
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slowly in any effort to change his ways. 

Sometimes such a child, on a walk with his teacher, will enjoy 
looking at cars and trucks. (Such children are often much inter- 
ested in cars, or in the wheels of cars.) At first on such walks, 
autistic children may pay little attention to the teacher, but gradu- 
ally may build up a slight relation with her. 

If a teacher is to build up any relation with such a child, it will 
probably be through materials and manipulation, not through 
talking. A teacher's hands may be more important to him than the 
teacher’s total personality. Or a teacher’s garter or a hole in her 
stocking may be the thing to which such a child first relates. 

It is usually best to start out by having the autistic child with 
children younger than himself, regardless of his intelligence, since 
he does not even know who he is at first and often does not even 
respond to his own name. In a 2-year-old group, other children do 
not pay much attention to him. Older children may need time to 
get used to him. Since he doesn’t respond, others may give him up. 
Or they may give him an experimental shove to see what he is 
going to do, or to try to get some reaction from him. 

The teacher can help him to experience himself through highly 
tactile materials such as water and sand. Later he can use paint 
and clay. The autistic child tends to prefer solitary activity, and 
needs to be protected from too much intrusion by others. (This is 
one of the reasons why he often gets on best in the parallel play 
situations of the 2-year-old group. Older children tiy to play with 
him, and then often become angry and aggressive when he does 
not respond.) 

Some autistic children do their best in group music situations. 
They may resp>ond to the music and niay even sometimes imitate 
others. Music may bring out a type of cooperation impossible to 
achieve through any other medium. However, a teacher should try 
to cut down on such solitary activities as his sitting and continu- 
ously listening to records. An autistic child loves to do this, at 
home or at school, and such activity may not be particularly 
constructive. However, it may be very relaxing and satisfying to 
him. 
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The teacher should recognize that much of the time such a 
child will be asocial. He will just sit or stand, doing some funny 
little thing over and over. Then as time goes on, if he does start 
to be social, his first moves toward other children may be aggres- 
sive. (Thus parents may feel that he is going downhill or losing 
- ground and that he is “worse” than when he started school. Actu- 
ally even an aggressive approach to another child shows that he 
is developing. Just going up to somebody and hitting him may be 
quite a positive thing to do.) One must keep in mind that for the 
most part such a child, like the 18 -monther only possibly more so, 
will treat others as if they were objects. 

The teacher's problem is to help him build up a little response 
to some other child, as in water or sand play, or perhaps in some 
activity as on the rocking boat, where another person is necessary 
if rocking is to be effected. (Any such activity, however, would not 
be expected to come until after several school sessions, not at 
once.) 

The autistic child may go around chanting something nonsen- 
sical. This should be expected. (One such child glimpsed a tea- 
cher's glasses — quite a triumph for him to look so far up on the 
teacher — and went around chanting, “Take the glasses on; take 
the glasses on.") 

The autistic child needs bridges for any and all transitions. 
When he gets into one of his rages, a teacher may need to use 
rituals built up at home. Sometimes the parents can tell the 
teacher, in advance, what they do to calm him down. Or the 
teacher may be able to build up new transitions at school such as 
the singing of “Jmgle Bells" or the use of some magic word or 
simple trick. Then she, in turn, can tell the parents about these 
new methods, for them to use as needed. 

Eating may be patterned and unusual. The child may cling to 
baby foods, special-colored milk, no meat, or bacon that curls only 
in a special way. This is, of course, at home. At school at milk-and- 
cracker time, such a child may cooperate or not. If he does not 
want to eat or drink, he should not be forced to Furthermore, 
toilet habits may be bizarre or he may resist toileting. 

One of the school’s most important tasks here is to help the 
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parent recognize the seriousness and nature of the overall prob- 
lem. Parents often think that the child acts as he does because of 
something that has happened to him, or because of the way they 
treat him. Or they think that he doesn't respond to other children 
because he has had little opportunity to be with other children. 
They should be helped to recognize the fact that he acts the way 
he does because of his basic nature. 

Mothers ask over and over, "Did he play with anybody today?” 
They must be helped to realize that this will be one of the last 
things to develop, if it ever does. When this kind of behavior does 
appear the child will have come a long, long way, rather than just 
having taken the first step toward improvement. 

We have discussed the autistic child at some length because 
helpful literature on this subject is still not plentiful. A some- 
what technical but extremely good treatment of the subject is 
given by Bernard Rimland in his book Infantile Autism^ and 
also by Carl Delacato in The Ultimate Stranger.' 

The child who speaks only a foreign language. Now that 
people seem to be becoming ever more mobile, there are apt to 
be an increasing number of children who speak only a foreign 
language in any nursery school group. Such children can as a 
rule fit very well into the group, which can provide a most 
helpful learning situation for them, usually at little cost to the 
school. 

A teacher will need to be extremely patient about such a 
problem, since for some children it may take many months 
before they begin to speak the group’s language. It is usually 
best not to try to teach a new language word by word, except 
as such teaching may come naturally. Often, suddenly, such 
children begin to speak fluently and with no accent. It is almost 
as if during their preliminary silent period they have been stor- 
ing up words for later use. 

For an easy, comfortable, relaxed child, language inability 

2. New York: Applet on -Century .Crofts, 1964 

3. New York- Doubleday, 1974. 
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may not be particularly disturbing. But for a tense, anxious 
child who may have just recently moved from another country 
and who may feel strange at home as well as at school, an 
inability to converse with other children may be disturbing. On 
occasion we have arranged for or agreed to having an inter- 
preter — perhaps a friend of the family — attend school with the 
child for at least some sessions, to make an acceptance of school 
easier. A book which can help introduce a child (and if need 
be, his family) to a new language is Richard Scarry’s Best Word 
Book Ever.* 

The hyperkinetic child. One special problem which is much 
talked of and much written about today, and one which is of 
concern to many parents and teachers, is the problem of so- 
called overactivity or hyperkinesis. 

The chief characteristics of hyperactivity are that the child 
is super-energetic, never still, always in motion, constantly 
fidgeting. As an infant he is restless. As a preschooler he is 
always on the go, into everything, always touching things and 
breaking them. He cannot stay with any one activity for long. 
For instance, he may pull all toys off a shelf, play with each for 
a moment, then discard it. Attention is not well maintained. 

This description, of course, is true of many preschoolers. 
The thing that best distinguishes the hyperactive child is that, 
even when requested, he cannot turn his motor off. He cannot 
inhibit his activity even when he tries. Such children not only 
are highly impulsive but have very poor impulse control. They 
tend to become highly upset when either things or people fail 
to behave as they want them to. There tends to be great emo- 
tional unevenness. 

Hyperactive children tend to have both perceptual and 
learning difficulties. Though many are bright enough, endow- 
ment is often uneven. Even when a hyperactive child does not 


New York- Golden Press. 1963 
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have special perceptual problems, his lack of attention, constant 
activity, and emotional overreactivity can lead to school diffi- 
culties. When hyperactivity is combined with immaturity, as it 
often is, the child is in trouble indeed. 

The hyperactive child often has difficulties in distinguishing 
right from left at an appropriate age, and in general coordina- 
tion. He also tends to show extreme resistance to the usual 
social demands and prohibitions. People describe him as stub- 
born, negative, disobedient, bossy, “almost immune to direc- 
tion.” 

Probably what the nursery school can best do for most 
parents is to help them get over their fears that their own child 
fits this new diagnosis of hyperactivity. One of the main ways 
that this can be done is by permitting the parent to watch all 
the children in school at play. She will in most cases quickly 
appreciate that her own child is no more active than any of the 
other preschoolers. It is very important to help a parent recog- 
nize the difference between a normally every-minute-on-the-go 
preschooler, and the child who is correctly described as hyper- 
active. 

In those cases where a parent’s suspicion that her child is 
hyperactive turns out, in the teacher’s opinion, to be correct, 
there is, of course, more to be done. A nursery school teacher 
should not try to play the role of clinician in diagnosing any 
atypical behavior. But if in her opinion any given child actually 
is hyperactive, then she should suggest that the parent obtain 
a full diagnosis from a physician or psychologist qualified to 
give such a diagnosis. 

Even here, since the line between normal overactivity and 
presumably true hyperactivity is a fine one, many children, even 
those diagnosed by the clinician as hyperactive, can be con- 
tained in a nursery school group. In such cases an experienced 
teacher can be of great practical help to a parent. She can 
discuss problems which occur at home, and give suggestions as 
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to how they might best be handled. She can share with the 
parent, either by conversation or by encouraging observation, 
her own ways of helping the child calm down and behave more 
effectively. 

She can demonstrate or explain not only that much patience 
is required in dealing with such a child, but that he will be 
helped most by a firm, consistent, explicit, and predictable 
environment and handling and often, curiously, by a stimulat- 
ing physical environment. Medication is often helpful, though 
that, of course, will be determined by the physician and not by 
the school itself. And the experienced teacher can direct the 
parent to some of the helpful reading material now available on 
the subject of hyperactivity. Perhaps the most useful book for 
parents currently available is Dr. Paul Wender's The Hyperac- 
tive Child: A Handbook for Parents. ' 

School and parent both, in trying to determine whether 
what seems to be an extremely active child actually falls into 
the category "hyperkinetic,” may be helped by a suggestion 
from Dr. Anthony Davids which appeared in the November 
1971 issue of the Journal of Learning Disabilities. Dr. Davids 
lists seven areas of behavior which one might like to consider, 
and suggests making a rating of “Much less than most chil- 
dren,” “Less,” "Slightly less,” “Slightly more,” “More,” 
“Much more than most children” for each. This may help to 
place the child in question in proper perspective. 

The seven areas are general hyperactivity; short attention 
span; variability and unpredictability of behavior; impulsive- 
ness and inability to delay gratification; extreme irritability; 
explosiveness; poor visual motor coordination and awkward- 
ness of movement and gesture. 

Minimal brain dysfunction. The above classification by Dr. 
Davids leads quite naturally to another kind of difficulty about 

5 New York- Crown Publishers, ISTJ, 
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which one hears a very great deal today. This is the area of brain 
damage or minimal brain dysfunction. 

It is often difficult for the layman, or even for the profes- 
sional, to draw the line between mere hyperlcinesis or overac- 
tivity, and minimal brain dysfunction. Often the terms are used 
almost synonymously. Among the primary symptoms of brain 
damage, listed by Dr. Richard A. Gardner in his excellent book 
MBD: The Family Book about Minimal Brain Dysfunction .* — 
a book to which any teacher or parent interested in this subject 
is referred — are the following. Immaturity, a lag in one or more 
of the usual developmental milestones; marked and continuous 
hyperactivity; distractability; coordination problems; percep- 
tual problems (both auditory and visual) which may interfere 
directly with learning; poor retention of what is learned; poor 
concept formation; impulsivity; and generally disruptive behav- 
ior. 

As will be seen, there is much similarity and overlap be- 
tween hyperactivity and minimal brain dysfunction. In fact, the 
diagnosis may depend as much on the specialist’s personal pref- 
erence as on the child’s behavior. However, it is generally con- 
sidered that though a brain damaged child may be hyperactive, 
most children whose chief problem is hyperactivity are not 
brain damaged. 

At any rate, children who fall under either classihcatiDn, 
though certainly they will present special problems in nursery 
school, if their problem is not too extreme and if there are not 
too many in any one group, can often be helped, handled, and 
effectively included in a regular group. If the presence of such 
a child is too fatiguing for the teacher or too disruptive for the 
group, sometimes the child himself can be benefittcd (and the 
group not too much disturbed) by planning for short and not 
too frequent sessions. 

6. New York: Jason Aronson, 1973 
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Learning disability. There is one further group of difficul- 
ties much talked about today. This is that very wide array 
of problems now grouped under the very general label 
“learning disabilities.” Children who have had trouble in 
learning, especially in learning academic subjects, have al- 
ways been with us. It may be only the intense interest in 
and concentration on these children, and the specific label- 
ing of them, that is new. 

This new interest is undoubtedly good in that it does make 
teachers, parents, and child specialists think a little more about 
children with school problems and what can be done for them. 
It has, perhaps, its unfortunate side in making some parents and 
some specialists believe that difficulty in learning is a thing, 
with a label, and that by so labeling one has actually done 
something toward solving a problem. 

Since in many instances “learning disability” children are 
not discovered as such until they begin the formal academic 
work usually started in first grade, they arc commonly not 
recognized during the preschool years and thus are probably 
not a major or special concern for most nursery schools. It is 
a part of the plan and purpose of the kind of school described 
in this book to note and adapt to any special problem which 
any of the children attending may exhibit, and to help them 
adapt to, and solve, such problems of personality, growth, or 
behavior as they may exhibit. 

Many preschoolers have problems in learning that are 
merely transitory. Such problems should not be considered as 
true learning disabilities. A problem is serious only if it contin- 
ues over an extended period of time and interferes with effective 
growth and learning in other areas. 

Among the difficulties which children who later fall into the 
category of learning disability do display early are the follow- 
ing; poor perceptual-motor functioning, confused laterality, 
spatial confusion, difficulty in the processing of language, social 
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or emotional problems.’ Any teacher would be wise to be aware 
of and helpfully responsive to any such difficulties or deviations 
in any of the children in her group. 

But if a child’s behavior is not so atypical that his placement 
in a regular group is not in his best interest, there seems to be 
no reason why many children who may at later ages exhibit 
some difficulties in school or in other aspects of life, and who 
then may be labeled as having learning disabilities, cannot be 
included, without any self-conscious or out-of-the-ordinary con- 
centration on what may be or may later turn out to be their 
special problems. 

However, as a part of our present concern for children who 
are underprivileged in any respect, some states have passed 
legislation which requires, even though it may not actually 
provide, classes for children from three years of age who are 
exceptional in any way. This presumably includes children who 
are dull, physically handicapped, hyperkinetic, brain damaged, 
potential learning disability problems, or even exceptionally 
gifted. 

Some communities have already set up special classes for 
“learning disability” preschoolers. Such classes need not be a 
primary concern of the ordinary nursery school or of its teach- 
ers, though if available they might well provide that special 
facility to which some children felt not to be potentially good 
members of a regular group could be referred. 

The gifted child. It is surprising to some to see the gifted 
child considered along with other kinds of exceptional children. 
Yet a little reflection tells us that either the high or the low 
range of any human endowment — in language, motor skills, 

7. Two publications about learning disabilities which both teachers and parents 
may find iiserul are Milton Brutten. B O. K'lcliarason. and C. Mangel, Someihlng's 
Wrong wih Afy Child (New York: Harcourt, Brace Jovanovieh. 1973). and Margaret 
Golick, Strictly for Parents: A Parent’s Guide to Learning Problems {^ebec Associa- 
tion for Children with Learning Disability, P.O Box 22. Cote St , Luc Postal Station. 
Montreal. Quebec. Canada) 
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personal-social or adaptive behavior— is indeed exceptional. 

The truly gifted child may indeed be superior in all these 
areas. Like a diamond with many facets, he shines splendidly 
in a number of ways. It is true that he is exceptional; yet he does 
not present an educational problem in the sense of the other 
kinds of exception just discussed. He has many resources to 
enjoy and develop; his presence can be a delight to others. He 
finds pleasure and opportunity for growth in almost any situa- 
tion — ^because he always has a talent and interest to bring to 
that situation. 

There are, however, children unusually “gifted” in just one 
area of their development, to such an extent that their abilities 
are extremely lopsided. For example, some children are espe- 
cially talented in the use of language, can verbalize about al- 
most any subject with anyone, with an unusual degree of under- 
standing. Such children often seem to their parents to be 
geniuses and unSuited to such unchallenging academic pro- 
grams as most nursery schools provide. 

Yet these same children can be very clumsy in the use of 
their hands, for example, so that they take no pleasure in doing 
anything but talking. They often wear adults out in their con- 
stant demands for conversation, and they are bored if left to 
their own devices. The nursery school can help such children 
develop manual skills (though they may never be really good 
at them) and can help them find ways to participate in better- 
rounded experiences. 

Many such children, thought by their parents to be ex- 
tremely superior, may fall in the classification of “superior 
immature.” Such children are usually very good talkers, have 
a reportedly high measured IQ, are often much interested in 
letters and numbers, and may read at a very young age. But on 
a test of total behavior rather than of mere intellect, they usu- 
ally rate well below their chronological age and tend to be quite 
babyish in many ways. 
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Such a child at four years of age, for instance, may actually 
not be mature enough to fit in with the play of other 4-year-oIds. 
His parents then often attribute this lack of adjustment to the 
fact that he is “too bright” for the group and needs more of a 
kindergarten type of schooling. Actually it is more that he is not 
up to the group in many ways, rather than that he is beyond 
it, which causes his difficulty. 

Precocious abilities in music, with numbers, with physical 
agility are similarly remarkable singly, but when they are ex- 
tremely out of line with other areas of development, can present 
problems of adjustment both to a group and to the child’s own 
range of happy opportunities for growth. 

It is important so far as possible to try to see each child as 
a total individual, with high points and low points as well, and 
not to be too much impressed by his highs or too greatly dis- 
couraged by his lows. 


GENERAL SUGGESTIONS APPLYING TO ALL KINDS 
OF EXCEPTIONAL CHILDREN 

As we have emphasized, it often is not so much the kind of 
handicap or even the degree of handicap which must be consid- 
ered when questioning the advisability of nursery school atten- 
dance, as it is the total personality of the child in question, his 
level of intelligence, his drive, the way he sees himself, and the 
way he relates to others. Some atypical children obviously fit 
into a group much better than do others. 

The way in which the group reacts to the child is also of 
utmost importance. With all handicapped children, a teacher or 
director must ask herself. To what extent does this child’s 
presence penalize the group? Any benefit to the individual child 
must always be weighed against what it may cost the group. 

Not only how much his presence penalizes the group, but 
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the group’s reaction to the child must be considered. Sometimes 
in spite of a teacher’s most skillful efforts, a specially handi- 
capped child is not being helped. If this is the case, his atten- 
dance may need to be discontinued. Nursery school probably 
should not — unless set up for that purpose — be thought of as 
a place for handling atypical children. 

Thus the question is primarily: Can the school give a good 
educational experience to the child with special needs and still 
maintain its ongoing program? 

Teachers can, of course, be helped by reading all available 
literature dealing with any handicap in question and should be 
as fully informed as possible about the special characteristics, 
problems, and needs of atypical children. 

U is well to remember that in the ideal nursery school the 
purpose is to give every child a good school experience. This is 
one of the reasons why the school should accept the full range 
of its commitment and its responsibilities when it includes any 
child with special needs. 
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Parents and School 


CHOOSING A SCHOOL 

Any parent of a preschooler who is thinking about sending the 
child to nursery school will quite naturally have several major 
concerns. To begin with, will the child benefit from school? 
How will the parent know that the school chosen is really a 
good school? And what can the parent reasonably expect to get, 
for child and for self, from the school? 

As discussed earlier, there are certain exceptional cases 
where attendance may not be in the best interests of the child. 
Some extremely immature and dependent children find it just 
too hard to leave their mothers. Some children are so extremely 
susceptible, physically, or find school so fatiguing, that the 
drawbacks of attendance outweigh the advantages. For some, 
transportation presents too difficult a problem. An occasional 
child has such a rich, full life at home, such adequate play 
equipment, SO many friends, and such good supervision from 
mother, that school does not seem particularly necessary. 

For the majority, however, nursery school can offer a tre- 
mendous and exceptional opportunity for play, learning, devel- 
oping social and motor skills, and all-around enjoyment. We 
can say without hesitation that in the majority of cases, a child 
will benefit from preschool attendance. 

Once a parent has decided to send a child to preschool, how 
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can she or he decide which one to choose, or whether the one 
being chosen will benefit the child? We suggest that a parent 
visit the school while it is in session. The following characteris- 
tics of what we consider a good preschool may be some of the 
things a parent will wish to look for. 

1. The children seem to be having a good time. Work and 
play are indistinguishable, in the general spirit of fun. 

2. The children are given reasonably free expression. There 
is no spirit of coercion or pushing. 

3. The children are getting on with each other with only a 
minimum of fighting and/or crying. 

4. The teachers seem to like the children; relationships are 
warm yet unsentimental. 

5. The school room is bright, clean, and reasonably orderly. 

6. There is a reasonable amount of order in setting and in 
schedule, yet no undue rigidity, and no abdication of responsi- 
ble adult authority. 

7. The classroom is equipped with a diversity of materials 
that afford opportunities for firsthand sensory experiences and 
investigation. There are no sets of materials for the whole class. 

8. There is both outdoor and indoor activity, and alternat- 
ing times of quiet and active play. 

9. Children are encouraged in attitudes of active question- 
ing, not passive acceptance or conformity. They do not always 
depend on the teacher. 

10. Activities arise from the children's interests and re- 
sponses; teachers are not constrained by predetermined pro- 
grams. There is no grouping of children through standardized 
tests. 

11. Children feel free to express their feelings and sense of 
self through dance, graphic art, literature, music, dramatic 
play. 

31. MthtfugVi letters and numbers maybe used in the class- 
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room, they are not presented as symbols for rote memory, but 
are closely related to the child’s experience and activity. 

13. The approach to learning is interdisciplinary. The child 
is not expected to confine himself to a single subject. The 
teacher avoids whole class “assignments.” 

14. Children have time to work through the completion of 
any problem or mastery of a skill. 

15. The teacher respects every child’s way of thinking, feel- 
ing, and acting; she rarely commands. 

16. The teacher accepts mistakes as part of learning, not as 
signs of failure. 

Also, it seems important to stress that no single approach 
to educating children can be ideal for all children at all times. 
Each new educational methodology is not the answer for all. 
Each has values and limitations, but in a good nursery school 
it is hoped that the staff will be not only well informed and 
flexible, but sensitive to the needs of each individual child. 

A final question which a parent might ask about nursery 
school is: What can she expect to get out of it for her child and 
for herself? What can be expected depends to some extent on 
what a parent wants and what kind of school has been chosen. 
It is very important to make up one’s mind in advance whether 
one is looking for heavy academic emphasis or seeks merely a 
situation in which a child can live and learn — about self and 
others — and grow and play. The choice is available in most 
communities. 

If you choose a school which offers a heavy academic pro- 
gram, you have a right to expect rather formalized teaching, 
and can quite easily measure how much your child is “learn* 
vug,” If yo\i choose a school more aloog the lines described in 
this book, you have a right to expect first of all that your child 
will enjoy school. Most do. You may also find that his enjoy- 
ment of school carries over into home life. Many parents do 
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discover, often somewhat to their surprise, that the child who 
has his own rich, full, exciting school life has less need than he 
may have expressed before for getting emotional satisfaction 
from fighting with siblings, refusing to eat “properly,” stalling 
at bedtime, becoming emotionally entangled with mother. 

For herself, a mother will probably find that there are many, 
many advantages. Almost any mother entangled in life with a 
preschooler will welcome a few hours’ respite. Almost any 
mother of a preschooler, with an often too busy pediatrician, 
will welcome a chance to talk over her child’s personality and 
his problems and his learnings with a qualified professional 
person who is genuinely interested in, knowledgeable about, 
and friendly toward her child. 

Any mother can set some of her own anxieties at rest when 
she sees that many of the ways her child is behaving occur in 
other children. She can get clues as to how her child’s behavior 
compares with that of other children by seeing him in group 
action. And she will benefit immeasurably from the fact that 
school attendance adds something extra to her child’s existence 
and thus, very often, makes him happier and easier to live with 
at home. 


PARENT GUIDANCE 

The concept of guidance has to quite an extent replaced the 
concept of training in child rearing. It is indeed rewarding 
when parents, in the process of understanding what they con- 
sider to be the bad and the good in a child, realize their obliga- 
tion to the child in a new way. When responsibility is accepted 
for both good and bad, parents sometimes learn to enjoy both 
aspects of a child’s behavior in a new way. “Most people do not 
approve of anyone else in all respects, not even themselves’’ is 
a statement that often helps parents in their acceptance of all 
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aspects of their child — and of themselves. 

Parents may need help, too, in seeing the distinctive features 
in each of their children, so that they can treat each child in his 
own right. Parents often create difficulties for themselves and 
their families by comparing children too much with one an- 
other, rather than thinking of each child as a separate entity 
who needs individual consideration. 

Although the more enlightened guidance for parents may 
appear at first glance to be easier than the old nostrums which 
said absolutely what was right and what was wrong to do, 
actually this type of guidance is much more difficult though far 
more rewarding. In this creative method of guidance both the 
individual parent and the individual child must be considered. 
If the difficulties and complexities of communication are con- 
sidered too closely, many are inclined to despair. But that the 
way is difficult is no reason to withdraw completely from at- 
tempts at guidance which at least have a good direction. And 
such attempts come very naturally in a nursery school which 
has also the facilities to be a guidance center. 

Parents of the preschool child seem to be especially eager for 
guidance. Perhaps this is the golden time to reach parents, not 
only because their children are young, but because parents 
themselves are generally delighted with their young offspring 
and touched by their dependence. Yet they are often bewildered 
and anxious when they are confronted with the child’s confus- 
ing and unreasonable behavior. Many parents have had little or 
no experience with young children. Sometimes they are far 
away from friends or relatives to whom they can turn for ad- 
vice. And the child changes so rapidly in the first years that the 
parent may feel he or she is writing on sand insofar as being able 
to observe any consistent effect he or she may be having on the 
child. 

But platitudes will not help parents to relax, enjoy, and 
accept their child. Usually the parent is reached as he or she 
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asks specific questions and receives specific answers. Meaning- 
ful help can be given parents only in an individualized way. 
Such help takes time; the same bit of information or advice 
must be presented in a number of different ways on a variety 
of occasions. Parents may gain insight from observing other 
children as wcU as their own child in the nursery school. They 
may have this reinforced by a statement they hear in a confer- 
ence. Reading may further deepen perception. Learning thus 
may take time, and may remain only fragmentary unless the 
parent has the good fortune to put what is learned into mean- 
ingful concepts and, perhaps with the help of a teacher in the 
school, to relate one bit of learning about children to an overall 
philosophy of child rearing. But the philosophy usually will be 
the end, not the beginning. 

In the chapter on “Adjustment” we have already drawn 
attention to the very different approaches of mothers in bring- 
ing their children to school for the first time. Such differences 
in individuality as we have pointed out apply to parents as well 
as to children — and of course to the teachers who might be 
offering guidance as well! Parental handling of children may be 
excessively rigid or permissive; parents may be insecure, or too 
aggressive. They may be naturally friendly and warm in rela- 
tions with people, or cold and withdrawn. The discerning per- 
son in guidance will accept the parents as they are and will help 
them to work at their problems with their children even while 
basic weaknesses may remain. 

Furthermore parents can be helped to avoid situations that 
are too hard for them. A parent who cannot stand a messy child 
at the family table (more often a father) can be encouraged that 
this situation need not be made a moral issue — that it is quite 
all right for the child to eat alone. A parent who is irritated by 
the disorder in a child’s room might well be encouraged to have 
someone else tend to its cleaning occasionally. Parents with 
such problems, of course, need in addition to this simple expedi- 
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ent of meeting some problems by avoiding them, some concom- 
itant help in understanding themselves and their child in rela- 
tion to one another. 

Parents should be met and talked to in informal and formal 
ways. Sometimes meetings of groups of parents may be ar- 
ranged with a view to imparting some of the information par- 
ents want. We have found such meetings of about eight mothers 
at a time most rewarding. Customarily, the parents meet in the 
late afternoon at the home of a teacher, or one of the mothers, 
and discuss such general topics as eating, sleeping, or elimina- 
tion. The teacher in charge guides the discussion with leading 
questions and appropriate comments. Sometimes the teacher 
offers herself as a person whom the parents may question about 
these topics if they wish, or parents themselves may organize 
a mothers’ group which meets monthly. 

Parents (fathers as well as mothers) seem to like to have an 
orientation meeting in the fall, when nursery school coTnmon}y 
begins, to discuss what is going to happen in the course of the 
year, to help them get acquainted with one another, and to 
emphasize that they can ask for help from the school staff at 
any time. Parents enjoy becoming acquainted with the teachers 
with whom their children will be so intimately associated dur- 
ing the year. 

It is advisable to have a general meeting for parents early in 
the year at which teachers discuss with them any evaluations 
of their children which have been arrived at, explaining any 
assessment techniques used. This is a good time also to talk 
about various research projects under way so that parents will 
be more interested in what is going on. In some instances par- 
ents may complain that they do not want their children used 
as “guinea pigs.” Such comments tend to come from parents 
who are uninformed about the nature of any research that is 
being conducted. In general, parents greatly enjoy being a part 
of a study in child development. 
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Films and lectures of general interest stimulate parents’ 
thinking about their children and afford good reason for arrang* 
ing meetings of the group. Family picnics for parents and chil* 
dren are excellent. Parents bring their own food, and as many 
other children in their families as would enjoy such an outing. 
Often the older children have attended nursery school them- 
selves and enjoy rcexperiencing with the present nursery school 
group an afternoon picnic in a public park or some suitable 
outdoor place of recreation. 

Finally, it is helpful for the nursery school to have available 
to parents a well-stocked library of books in the field of child 
development. The parents waiting at school can have the use of 
books from such a library, or teachers can refer parents to 
suitable books which they may borrow, as discussion with the 


parents suggests that such books might be of interest. 

important parent guidance is given in- 
dividually, either informally at school, or by means of a guid- 
ance interview. At school the head teacher frees herself from 
other tasks at the beginning and end of each morning so that 
she can greet each parent as he or she brings the child. Since 
rt IS unwise to make comments about the child in his presence, 
mtt m t /r' are suggested the parent may make an appoint- 

chUd telephone to talk about the 


of the o^heTf morning, either the head teacher or one 

emphLTzT tht the morning. We 

shouWbeoositL of brief encounter 

toaTarturm^; 

that r^ay Communication 

a child 

handled only a head w h education and should be 
my oy a head teacher, or a person especially trained 
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in such communication, at a time when there is freedom for 
both parent and teacher to explore one another’s ideas. A 
teacher trained in guidance comes to know that unraveling of 
specific situations and problems which the parent presents helps 
most. 


PARENT OBSERVATION IN THE NURSERY SCHOOL 

In addition, parents should be encouraged to visit the nur- 
sery school and to watch their children in the group. All parents 
should do this the first days of school, in the process of adjust- 
ing their children to coming to school. Thereafter, the teacher 
can suggest that parents come to observe. A one-way vision 
screen, when available, allows the parent, unobserved by the 
child, to watch his child play. Such observation very often 
prompts the parent to ask a number of questions — often he has 
never before had the experience of watching his child so objec- 
tively, nor has he compared his child’s behavior with that of a 
number of other children of his own age. If no screen is avail- 
able, parents can come, one at a time, to sit in the playroom. 
Questions that parents ask after such observation are excellent 
points of departure for further conferences. 

When Marsha's mother came to observe, the teachers al- 
ready knew that she was a highly directive parent, subjected to 
many pressures to conformity, and very much set in her ways. 
Her daughter, a trim-looking little girl with a serious-looking 
face, with thin lips usually tightly drawn and bright blue eyes 
that blinked excessively, had rigidities in behavior that were 
probably not distressing to the mother, since Marsha’s meticu- 
lous, directive behavior was very much a reflection of her own. 

So Marsha’s officiousness alone would probably not have 
disturbed the mother even though Marsha scolded her friend 
Barney when he colored in inappropriate places, and grabbed 
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him and attempted to hold him down and undress him when 
he did not take off his snowsuit as soon as he came inside. 
Marsha also reported misdemeanors constantly: “Barney hit 
me"; “They’re calling me ugly names”; “Someone was in my 
way when I was coming down the slide!” She also instructed the 
teachers in the right deportment: “When I say ‘Pardon me,’ you 
should say ‘Surely.’ " 

But Marsha showed, too, her aggressiveness and hostility 
toward others. She went to the clay table and some of those at 
the table called out “Hil” “Stinky,” she replied, very sullen 
about the whole matter. She also attacked others without warn- 
ing and for no apparent reason kicked Martin when he was 
happily coming down the slide, pushed Sara over as she was 
playing with blocks. These were the actions that disturbed the 
mother, and the difficult task in meetings that followed was to 
present the child’s behavior as being all of one piece. That is, 
her officiousness and directive behavior were as characteristic 
of her as her aggressiveness. This mother needed a better under- 
standing of young children in general, and her daughter in 
particular, so that she might improve her handling of Marsha 
and might relax her own rigid demands. 

It must be emphasized that conferences between teacher and 
parent involve two-way communication. It is not just a matter 
of the teacher giving the parent words of wisdom. The parent 
informs the teacher, too, telling about her own personality and 
about the child’s personality. Very often, too, a parent can make 
valuable suggestions to the teacher as to the handling of her 
child. 

Such was the case with Elien, a 3-year-old whose problems 
were similar to those of Marsha, although she expressed them 
in quite different ways. In the beginning, Ellen apparently ad- 
justed to nursery school with no trouble at all. At least she 
made no fuss when her mother left her. Although she did not 
participate in activities at first, it was considered that she might 
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be a “watcher” — a child who likes to observe a Jong time before 
she finally joins the others in play. So her nonparticipation was 
at first respected, especially since her mother said this was her 
usual pattern in new situations. The teachers, however, made 
advances to Ellen, encouraged the overtures of other children 
to her, and saw to it that she was exposed to a variety of 
materials. 

But it soon became apparent that Ellen had a more com- 
plicated problem in adjustment than at first had appeared. Not 
only did she refrain from playing, she refrained from speaking. 
On the day her mother came to observe at nursery school, she 
did not say a word, although her mother said she talked all the 
time at home. Further conference with the mother revealed also 
that she was highly aggressive at home, especially so with her 
baby sister, toward whom she was ruthless in her attacks, and 
over whom she exercised complete power. 

Ellen’s withdrawal lasted so long that it became clear that 
it was more than shyness or a cautious approach to a new 
situation. The mother at length gave an extremely helpful 
suggestion to the teachers that Ellen be permitted to bring her 
baby sister, age two, to nursery school. “She could not possibly 
be aloof with the baby around,” the mother said, “and perhaps 
this will help her adjust to the school in a normal way.” 

The mother’s suggestion was good, for Ellen became a 
changed personality with her sister at school. She scolded and 
bossed and ran around in great excitement, eager to display her 
prowess to her sister and to tell her what to do. Through this 
technique suggested by the mother, the teachers gained a new 
insight into Ellen’s personality. 

A question remained which needed to be clarified: Why did 
EJJen need to be thus in power before she could reJa.T7 Were her 
silence and nonparticipation in reality a weapon by which she 
showed her power? Through numerous conferences the teacher 
and mother reexamined all the routines at home to see whether 
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too much pressure was being put on Ellen there, and found that 
standards had been held much too high for her. Ellen, with two 
younger siblings, had missed out in being a baby and needed 
much more attention and time to experience the dependency 
and power of infancy. 

This type of excessive demand on the part of the parent is 
fairly common, but the opposite can also be true. Bobby’s 
mother, for example, seemed to us to be too indulgent. She was 
not permissive because of any theory about the matter. This was 
just her natural way to behave toward children. She said she 
“just dissolved" when they wanted something, nothing was too 
much trouble, and she was their constant and loving servant. 
But she had three other small children, and her tendency to 
permissiveness was taking all her time and energy, so that with 
increasing exhaustion she realized that she was desperately in 
need of help, but did not know what to do. 

Since this mother really felt she was in trouble, and was 
seeking aid, it was easier to help her in her difficulties than it 
is to provide help in those cases when the parents do not recog- 
nize that they have any difficulty. 

But again we must emphasize that it is not just through 
difficulties that guidance is given. Many parents, especially par- 
ents of young children, just seem to have a driving curiosity to 
know their child, to be informed about children in general. And 
this desire for information is often the happy basis for good 
relationships between teachers and parents in the nursery 
school. 
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The Guidance Interview 


One of the most rewarding methods of communication between 
the teacher and the parent is the meeting scheduled once each 
year. We call this meeting the guidance interview. Such an 
interview is a formal situation for giving and receiving informa- 
tion about the child. It is different from the introductory inter- 
view which comes before the child starts school. At the earlier 
interview, parents and teacher simply get acquainted. The 
teacher is not ready to give, or the parent to receive, much 
guidance. 

In this beginning interview, in addition to getting ac- 
quainted, the teacher learns as much as possible of the child’s 
developmental history; and the parent learns about the school 
hours, the program, lunch (if any), fee, system of billing, health 
regulations, observational facilities, induction system (how and 
when children come to school), whether the parent should stay 
with the child and, if so, how long, and what she should do 
while she stays. 

At this time the teacher also gives the parent the names of 
all the teachers, so that she can refer to them by name as she 
talks about school with her child. The teacher may also ac- 
quaint the parent with the names of the other children in the 
school and where they live, since parents often wish to form car 
pools at the outset of the year or to think in terms of providing 
playmates from the nursery school for their children. 
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The guidance interview is a rather special experience. Both 
the father and the mother are encouraged to come to talk with 
the head teacher or the director of the nursery school about 
their child. The interview usually lasts between one and a half 
and two hours. The meeting should take place in pleasant, 
informal surroundings, free from interruptions. Occasionally, 
in addition to the teacher who is interviewing, a student teacher 
who knows the child and parents is also present, with the 
parents’ previous knowledge and consent. (The best way to 
teach seems to be to have the student sit in on actual interviews. 
And when she has been acquainted with the child in the nursery 
school, she can sometimes contribute some special information 
about his behavior in the school.) 

The value of such an interview depends a great deal on the 
skill and warmth of the teacher interviewing. The guidance 
interview is not an instrument for use by untrained nursery 
school teachers. The teacher using it must know a good deal 
about child behavior. She must be a sympathetic, sensitive, and 
well-informed listener. And she must have special awareness 
and good judgment as to the readiness of the parent to receive 
certain information. 

She must know how long to wait for the parent to recognize 
danger areas, problems, difficulties of the child himself, or diffi- 
culties in the parents’ relationship with the child. For example, 
although she may feel even early in the year that a child and 
parent are much too dependent on each other, she will not try 
to get this problem faced and discussed immediately or too 
directly. When parents do not feel that they need help, she will 
not make an abrupt issue of the fact that in her opinion they 
do. She will not try to make them accept “facts” unless they are 
ready or at least somewhat ready. 

Almost any parent finds a discussion of his or her child’s 
personality and problems endlessly fasdwa.t.iwj.Th.Wish pasewts 
should feel free to talk with teachers about their children 
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throughout the year, the forma! guidance interview comes as a 
sort of bonus for all concerned. At this time the teacher can 
share with the parents the things she has learned about their 
child. They in turn can fill her in on the many things which only 
they know about him. Questions can be asked and answered to 
mutual benefit. 

It is hoped that, if a good relationship has been established 
and if the child has seemed to benefit from his school experi- 
ence, the participants in this interview will not be in an adver- 
sary relationship. Neither should feel defensive. Rather, to- 
gether they should aim to explore the fascinating topic of the 
child being discussed. 

Sometimes it does seem difficult for a young teacher to 
interview an experienced mother of several children. Teacher or 
mother might feel that the interview should be the other way 
around. Both should appreciate that the teacher does have a 
good deal of importance to share with the mother, since she has 
had a special view of the child which the mother does not have. 
Also, even if childless herself, she will quite possibly have 
worked with more children than the mother has. And if her 
training has been adequate, she may be more familiar with 
literature on child behavior than will the mother. 

Almost any mother, no matter how experienced, will have 
some questions she would like to ask of an impartial but 
friendly person outside her immediate family. Even a rather 
young teacher can often answer these questions effectively. 
Many parents actually know the answers to their own questions 
about their children — but this knowledge often comes out only 
in frank and open discussion. It is good to have one’s own 
conclusions confirmed. In such cases a teacher may serve more 
as a sounding board than as a mere informant. 

One warning which we have always given to teachers is that 
they should not try to serve the role either of psychiatric con- 
sultant or of clinical psychologist. It is not the teacher’s respon- 



276 THE PARENT 


sibility to point out to the parents what may be wrong with 
them, or to give a psychological diagnosis of the child’s person- 
ality problems if any. 

Helping parents to see their child objectively, and as a 
whole, is perhaps the most important general aim of the inter- 
view. Added value comes when it helps them to start thinking 
about their child from a new point of view, or to reexamine their 
own methods of dealing with him. 

But the teacher should always take pains to make any paren- 
tal interview as enjoyable as possible. Her manner should be 
friendly and not too official. Her approach should be that to- 
gether she and the parents are going to have an interesting time 
discussing an attractive and intriguing subject. She should, as 
far as practical, focus the interview on the child; should avoid 
prying into personal affairs of parents. If and when parents 
express differences of opinion with any degree of animosity, she 
should as tactfully as possible shift the conversation to more 
neutral topics. 

Most parents like to talk about their children, but some 
parents are more appreciative of this sort of interviewing than 
others. Some are not very much interested in individuality and 
want, rather, specific advice about problems that concern them. 
When such instances occur, the teacher must adapt herself to 
the needs of the parents as much as possible. 

Some parents haven’t much to say, answering in monosyl- 
labic terms to the subjects the interviewer brings up. Such a 
parent challenges the interviewer’s skill in finding some topic 
of interest. She needs often to discuss some general topic— such 
as siblings, school, playmates — and to offer considerable 
“warm-up” material to encourage the parents to friendly con- 
versation. Other parents may ramble away from the subject of 
the child to talk about relatives, friends, their own childhood, 
etc., and the interviewer has the task of bringing them gently 
back to the point. 
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Some parents are defensive about their child; some are 
clearly troubled; some have feelings of inadequacy; and some 
have great self-confidence. With all these parents the teacher 
must find a way to establish rapport; the teacher must be sensi- 
tive to and sympathetic with all kinds of persons, even though 
they differ from her in many significant ways. 

The guidance interview as we use it concerns itself with a 
Set of carefully prepared areas of questioning — not just a hap- 
hazard series of questions and answers. Such a standard num- 
ber of topics for discussion gives some assurance that the major 
problems in child rearing will be considered, and gives the 
interview form. It keeps the parent from running away with the 
interview, in anecdote and unrelated information. It provides 
for general, yet definite subjects for discussion for parents who 
have trouble getting started. The discussion of these areas tells 
the teacher a great deal about the parents’ child-rearing prac- 
tices, although she does not need to ask directly the abrupt and 
paralyzing question, **What is your philosophy of child rear- 
ing?” 

The various areas which the interview covers include feed- 
ing (schedule, weaning, solids, appetite, preferences, refusals, 
self-help); sleeping (quality, nap, night, inducement, waking); 
elimination (bowel and bladder control, words used, self-help); 
habits (thumb sucking, masturbation, nail biting, temper tan- 
trums, etc.); play (alone, with others, materials); development 
— motor (sitting, creeping, walking, etc.); development — lan- 
guage (length of sentences, pronunciation, questions); develop- 
ment— personal-social (self-help, behavior with siblings); eth- 
ical concepts, discipline, and health. With some parents, too, it 
is rewarding to get an opinion about the child’s general person- 
ality by asking, “Which side of the family does he resemble, if 
either?” And very often parents enjoy discussing suitable books, 
records, toys, and plans for the child’s future schooling. 

As the teacher explores each of these areas, interpreting the 
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child's behavior in terms of his age and his sex, she explains to 
the parent, when it seems helpful, characteristic norms of be- 
havior. She may also project ahead and tell the kinds of behav- 
ior the child may show next. In order to do this, of course, she 
must be keenly sensitive to the child’s individuality; she must 
utilize every opportunity in the course of the discussion to make 
the parent aware of any special individual characteristics of 
behavior which this particular child may be likely to bring to 
every age. 

Ann, for example, was a child rich in creativity, highly 
emotional and dramatic. She was much stimulated by her envi- 
ronment and expressed her feelings constantly and loquaciously 
in extraordinary flights of imagination. She lacked self-disci- 
pline, however, and was apt to ramble and to respond to stimuli 
without much reference to the correctness of her response. She 
bogged down in her own rambling creativity and often forgot 
what she had set out to do. Helping her involved not only being 
very much interested and appreciative of what she was doing, 
but exercising a rather strong control and giving renewed direc- 
tions to help her terminate activities, keep her mind on her 
original task, and lead her to the next step in what she needed 
to do. 

Debbie, on the other hand, tended to placidity and conform- 
ity. It never seemed to occur to her to do the opposite of what 
was asked but neither did it occur to her to explore her envi- 
ronment in any more than the easiest way, or the way she was 
told to explore it. Although she was a very intelligent little girl, 
she needed prodding and encouragement to utilize her oppor- 
tunities. She had very little enthusiasm or warmth and tended 
to show the same bland reaction of mild pleasure whatever the 
situation. Her motions were deliberate and cautious. She rarely 
pt very much excited or challenged about anything. She did 
just what was required of her age, and no more, in most in- 
stances. She seemed to have no drive to succeed, and once she 
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made a mistake she was not inspired to correct her error or to 
try another method or approach. 

Her parents needed suggestions as to how they might en* 
courage her enthusiasms and expressions of emotion. They 
themselves needed to be more expressive with this child, 
quicker to praise, more open in appreciation. They also needed 
help in finding her a friend who could be stimulating to her. 

Another child, Stevie, was a boy of unusual sensitivity and 
self-criticism. Failure was for him a most unfortunate experi- 
ence. Yet he frequently made errors, and seemed to have a 
rigidity in perception that made him unable to correct his er- 
rors. Once he did a thing the wrong way, he seemed to be stuck 
with that way of doing it; yet he knew it was wrong. 

Increasingly, fear of failure interfered with joyous self-aban- 
don. His problem was made worse when his older brother made 
fun of his errors and of his inferior activities or productions. 
Stevie, increasing in willfulness, tried to cope with his problems 
by controUing his environment. He seemed to need to compen- 
sate for his feelings of inadequacy by asserting himself in trou- 
blesome ways. For example, he would suddenly refuse to eat 
lettuce, which he would then accept several days later. Clothes, 
toys, decisions about outings were subject to this same kind of 
arbitrary behavior, 

Stevie’s parents needed to learn ways to communicate to 
Stevie that everyone makes mistakes, that it is all right to have 
a wrong idea. He, more than others, needed to be provided with 
situations in which he could experience success. 

Judy, on the other hand, was not at all bothered by failure. 
A child high in social interest, with a peripheral, distracted 
approach to problems, she counted on coquetry and guile to 
carry her along, cared very little about whether what she did 
was right or wrong, so long as she could get a smile or attention 
from someone. Judy was likely to try anything, to say “Oh, 
sure” with great geniality to all directions, and to give an affable 
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response of some sort even when she had no knowledge of what 
she was asked. Judy never concentrated on any endeavor; she 
had such a keen interest in people and in her surroundings that 
it was extremely difficult for her to pay attention to problem 
solving in any task. She had a high degree of that component 
so characteristically feminine, an interest in persons more dom- 
inating and pervasive than any other interest. 

Judy’s parents needed to understand better her extraordi- 
nary sociability and social sensitivity, and to plan for ways in 
which this could be used to advantage. 

There arc as many patterns of individuality as there are 
children. The four children just described suggest the range of 
differences in personality. Some children seem outstanding in 
the clarity and speed of their thoughts and actions, so much so 
that they often get tripped in their own speed. Sometimes such 
children, however, seem to lack in depth, in the rich overtones 
of personality. 

Some are so overwhelmed by energy that they are constantly 
overstimulated; they seem to lack restraining mechanisms in 
any area. Others seem meticulous, calm, thoughtful, reserved 
in their approach to everything, highly self-contained. Such 
children often do not manifest in the usual way the tensions 
characteristic of the various ages. 

Some children set too high standards for themselves. Some 
make daring and important efforts which fail. Some know their 
limitations very well and are not tempted to try anything too 
difficult. There are children who seem to be habitually clever in 
achieving their own needs. There are “bom leaders” who usu- 
ally have a plan, a creative idea of their own in almost every 
situation; they must work out their own impulses before they 
can settle down to any kind of conformity. 

Some children put everything they have into a situation at 
once, respond fully as they give their “all.” Others, highly 
dependent on praise and acceptance, tend to make slow begin- 
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nings at a low level of achievement; they may have trouble 
following directions initially; they may be insecure; they may 
see too much in a situation and be unable to discriminate among 
possible responses. 

The teacher explores with the parent all such possible differ- 
ences as these, as well as constitutional differences, patterns of 
abilities, and the pattern of growth in these abilities. As the 
parent better understands and accepts his child, he can help 
him grow and can enjoy him for what he is. Such exploration 
is helped by the more structured areas of the interview that have 
already been set forth, and which will now be considered in 
greater detail. 


SPECIAL AREAS FOR GUIDANCE INTERVIEW 

Although the teacher usually approaches each of the areas 
of the interview with at least some sort of introductory remark 
or question, for some children some whole areas may not need 
to be explored. The teacher must not be rigid in staying too 
close to the structure outlined. Thus, if parents report that a 
child accepts his bed immediately at night, sleeps without wak- 
ing, and has a two-hour nap with no trouble, this area of sleep- 
ing is not one she will need to spend much time discussing. 
Some area may seem much more important to parents and 
teacher than others. When this is so, as much time as seems 
necessary should be spent with this, even if other areas are 
neglected. 

At the outset of the interview a friendly, positive relation- 
ship should be established. Therefore it is usually a good plan 
if the teacher can begin with some appreciative remarks about 
the child — either about his behavior in school or, if the inter- 
view follows the developmental examination, about some as- 
pect of his performance in the examination. 
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After this, a topic of the interview which is generally easy 
for parents to talk about, and which is not threatening to them 
in their role as parents, is the subject of play. “What does your 
child play with at home; how does he spend his time?” is a good 
beginning question. Parents usually enjoy answering this ques- 
tion, and most can easily talk about play. 

For the rest, it is good for the teacher to try not to ask 
questions too directly, but to give the parent a number of face- 
saving opportunities. For example, in discussing the matter of 
discipline, rather than asking, “Do you spank?” it is better to 
say, “What methods of control work best with your child — 
talking to him, confining him to a special place, spanking him, 
bribing him, or what?” 

To illustrate the range of inquiry in the interview, we present 
possible questions that might be involved in the areas of eating, 
sleeping, and toilet training. The questions are not in any spe- 
cial order; not all these questions would necessarily be asked; 
and questions other than these will often be used. 

However, such sample questions indicate what may be 
asked of parents and suggest the significance of what is asked. 
For, in answering such questions, the parent not only tells a 
great deal about his child — he reveals much about his own 
attitudes. And such an extensive review of his child's behavior, 
and his method of handling it, often affords new insights about 
the child to both parents and teacher, and permits the teacher 
to point up the child’s individuality. 

0acstions About Feeding 

Does the child cat well? (The response to this question sometimes tells 
a great deal about the child’s feeding, without need of many more 
questions. Some parents are much disturbed about the topic, and 
it is apparent at once. Others are casual and unworried. But even 
if the parent says, “He’s O.K.,” or “No trouble at all,” it is often 
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rewarding to go on with a few more questions, since it is possible 
to learn a lot from this area of investigation.) 

What are his favorite foods? What does he dislike or refuse? (The 
teacher can consider and point out possible constitutional reasons 
for refusals. She can ask if he is imitating someone else in his 
refusals. The possibility of minimal allergies should definitely be 
considered.) 

Will he eat anything, or is he discriminating? If discriminating, what 
special foods does he like? 

How much does he cat? Does he eat all kinds of foods? Does he have 
a large or small appetite? 

Does he eat between meals? How much? Does he get hungry just 
before mealtime, and if so has the parent considered moving meal* 
time up a little? How many meals docs he have a day? (Some 
children do better with five small meals a day.) 

Does the parent make the best possible use of food to avoid fatigue, 
prevent quarreling, induce sleep, etc.? 

Which is the child’s best meal? Does he eat all three meals well or one 
much better than others? What is a sample breakfast, lunch, din- 
ner? 

Does the child have food jags? What foods? Does he like highly spiced 
foods or bland foods? (This may be an important question, espe- 
cially if the child doesn’t eat well. He may be a child who likes 
spicy food, and the parents may not have realized this and may 
have been feeding him only bland foods. Some parents, oddly, feel 
that spicy foods are not proper for little children.) 

What is his liquid intake? Is he a good milk drinker? Does he get milk 
in other ways? 

Does he have real, obvious allergies, foods that he just can’t eat? Does 
the parent know the excellent food value of bananas for the child 
with allergies? 

Docs the child have a great craving for sweets? When docs he cat 
sweets? How many sweets a day? 

How do mealtimes go? Rituals? Refusals? (There are many instances 
where the child has dominated parents at mealtimes, and parents 
need guidance. Oflen every meal is a fight, and the parent dreads 
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it Parents may be emphasizing nutrition too much. They may be 
too demanding in their set notions of what a child ought to eat, 
when he ought to eat, how much he ought to eat.) 

Does the child eat with parents at the family meal, or separately’ 
(Many parents think children and parents should eat together, no 
matter how badly it goes. A possible compromise worth suggest- 
ing is that the child eat first, then have dessert with the family ) 
How are his manners? (The teacher may point out at how late a stage 
manners usually come in.) 

Does the child have patterns and rituals m eating? (Does this go along 
with other rituals and rigidities?) 

How much docs the child help himself at meals? 

Will he cat foods which need chewing? 

How is he about new foods? Has he color preferences, an aesthetic 
interest in food, dishes, etc.? 

How does his eating compare with that of his siblings? 

Is he a messy eater? 

Does he stay at the table well? (Some parents are relieved to realize 
that children are not “abnormal” if they prefer to eat on the run ) 
Docs he need TV, a book, or other entertainment or distraction while 
eating? 

Does he still have a bottle? If so, how docs the parent feel about this? 
How does the child act in a restaurant or when eating away from 
home? (Parents may be surprised to hear that some children eat 
better away from home, and that meals away from home are often 
good times to introduce new foods or break up rituals.) 

If the child does seem to be a feeding problem, what has the parent 
tried? 

Cwesfions About Elimination 

(The interview here vanes with the age of the child. At the earlier 
ages, the questioning may be more detailed than at later ages By 
the time the child is four, and very likely reasonably well trained, 
the initial question may well be “Was it difficult to toilet-train 
him?”) 
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Ax 2-3 Years 

Is he toilet-trained? For bowel? For bladder? 

(This initial question usually brings out any problems which are 
present. Actually, if there is a daytime problem, the teacher may 
know about it. Sometimes, however, children can stay dry at 
school, but not be dry at home. If the parents’ answer to the initial 
question is “No,” the teacher can encourage them to talk about 
their attitude in the matter. If the answer is “Yes,” she can ask 
when the child was trained and how it was accomplished. The 
teacher may question separately for the two toilet functions, or the 
parent may discuss both more or less at the same time,) 

Questions About Bowel Training (If There Is Still 
Difficulty) 

Is he aware of failure? Is he distressed at failure? 

Docs he have just an occasional accident, or is he completely un- 
trained? 

Does he seem to be using withholding (or soiling) as a weapon? Is he 
too busy to be bothered? 

Does he have unusual toilet habits? Any stool smearing? 

Is he still in diapers, or in training pants? 

Is he showing some indication of wanting to succeed? Does he tell? 
Does he have a regular time? Does he use toilet facilities at all, or 
does he function only when his diaper is put back on? Does he hide 
when he functions? Does he prefer to function standing up? 

Are you doing anything to help things along, or do you think he is 
still not ready for help? 

Questions About Bladder Training Are Often Similar to 

Those for Bowel Training 

Is he dry now, and how long has he been dry? What did you do to 
promote this? 

Does weather make any difference? Does he have accidents when he 
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is overexcited, ill, overfatigued, or under some special stress? Does 
he interrupt meals to urinate? 

What is his attitude about any daytime accidents? 

Is he independent or do you have to help? If independent, does he still 
have to tell before and/or after? 

Is he social or solitary about toilet habits? 

How long is his span? Is he sometimes too busy to stop and function 
on the toilet? Can he function on strange toilets? 

How about naptime? 

•How about night? If he wets, when does he do so? Do you pick him 
up? If so, when? If you pick him up, does this keep him dry, or 
is he nevertheless wet in the morning? Does he awaken when you 
pick him up? If he wets the bed, how does he feel about it? Is he 
independent — could he get out of bed and get to toilet facilities? 
If training seems delayed, have you checked with your doctor to see 
if there is any physical basis for the delay? 

What are you doing about this training, or do you think he is still not 
ready? 

Questions About Sleep 

What time docs he go to bed? Docs he still take a nap? Does he sleep 
as much as he “should”? Does the amount of sleep he has affect 
his behavior? Does his time of going to bed affect his time of 
waking? 

How long does it take him to get to sleep? How deeply does he sleep? 
Does he have a room of his own, or does he sleep with a sibling’ Can 
he sleep in strange places? Can you leave him with a sitter to put 
him to bed? 

What is the procedure about putting him to bed— any rituals? Does 
he take toys to bed with him? Does he need a night light? 

How is his sleep pattern influenced by upsetting situations: do these 
put him to sleep in exhaustion, or keep him from sleeping? 
Does he wake m the middle of the night? What does he do when he 
wakes? How do you get him back to sleep? Does he get into your 
bed? Does he wander around the house? Does he need you? Will 
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food quiet him? If he does not stay in his crib, do you use any 
restraining devices? 

Does he have night fears? Does he dream? Does he rock, bang his 
head, take his crib apart? Docs he sleep quietly or restlessly? Does 
he sleep in odd positions? 

Is he still in a crib, or has he moved to a bed? 

In the morning, what does he do when he wakes up? Does he stay in 
his own room, come to parents’ room, go downstairs, get into 
things? 

Docs he have a nap every day, or just when he’s tired? How long? 
Does he accept it readily? Is it a real sleep, or a playtime? Does 
a nap affect night sleep? Do you wake him if he is sleeping too 
long? When you do go in to wake him, can you just go right into 
his room, or do you have to make noises outside the room before 
you go in? What is his mood on waking? What happens if he skips 
his nap? 

The above questions are only samples of questions asked In 
three of the areas that occupy so much of the young child’s time 
and attention. The next chapter will deal with some of the 
questions parents themselves ask as they search both for im- 
niediate answers and for sources of information. 
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Questions Parents Ask 


Using questions such as those listed in the preceding chapter, 
teachers will be able to steer a parent interview into channels 
that should lead to rich interpretation of the child being dis- 
cussed. Parents, of course, will ask a lot of questions of their 
own during the course of such an interview, or merely in daily 
contact with the teacher. 

The teacher in a nursery school should be well provided 
with a great deal of specific information about child behavior 
in general and especially about problems in child rearing. In 
many instances many of the usual questions likely to arise will 
be discussed with the teachers by the director, during daily or 
weekly sessions, after the children have gone home. Teachers 
in training should expect to learn a good deal not only about 
nursery school teaching, but also about child behavior in gen- 
eral during their training period. 

Also, answers to the usual questions parents ask can be 
found in any of the many books for parents currently available 
in such profusion. Teachers can obtain much useful informa- 
tion from these books and will also wish to bring them to the 
attention of parents, who will in many instances enjoy and 
benefit from reading them. Books which we currently recom- 
mend are listed on pages 300 to 304 . 

Ideally we might give such information here. But that would 
be another book in itself. Of our own books, those which con- 
288 
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tain most specific answers to the usual parent questions are 
Child Behavior, Infant and Child in the Culture of Today. Par^ 
ents Ask. Don't Push Your Preschooler, and Helping Young 
Children Learnt Books by others which we have found espe- 
cially helpful include How to Parent and How to Father by 
Fitzhugh Dodson; Understanding Children by Richard Gard- 
ner; How to Raise Children at Home in Your Spare Time by 
Marvin Gersh; and Guiding Your Child to a More Creative Life 
by Freddie Maynard.* 

We list in this chapter some of the more customary ques- 
tions which parents are likely to ask. This listing, we hope, will 
alert both the teacher in training and the more experienced 
teacher as well to some of the questions which she may be 
expected to answer. 


Routines — Feeding, Sleeping, etc. 

What do you do about a poor eater? What do you do when your child 
refuses to eat certain foods? 

If a child doesn’t eat his meal, should you refuse him any food until 
the next meal and then make him eat the refused food? 

Should a child be required to finish his main course before he gets 
dessert? 

Arc sweets really bad for the teeth? 

What do you do if your child really can’t cat some foods? 

How do you induce a child to sleep at naptime? 
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What do you do if a child lies in bed for a long time and can’t get to 
sleep? 

What can parents do when the child wakes in the night and cries, 
won’t go back to sleep, and keeps everybody awake? 

How about the child who wanders around the house in the night? 
Should you tie his door? 

What do you do when the child wants to come into your bed? 

How do you keep a child in bed in the morning? 

Is it all right for him to take a bottle to bed? 

What do you do with a 4-year-old who still wets his bed? 


Questions about Age: ‘7s It Normal?" 

How do you cope with the oppositional tendencies of Two-and-a- 
Half? 

How do you get a 2 '/i -year-old to share? 

How about the uncertainty and insecurity of the -year-old? 
Should typical A-year-old “out-of-bounds” behavior be allowed, or 
should the parent put his foot down? 

Is this (any of a number of ways of behaving) a stage, or should we 
worry about it? 

What are the best toys for a child of a given age? 

What are the best books, the best records, for each age? 


Fears, Bad Habits. Health 

0 do we handle nervous habits? (Head banging, picking sores, nail 
biting, thumb sucking, rocking) 

What do we do about eye blinking? Stuttering? 

Jo ,„U do wh,„ , child wakes up frightened? 
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Sex, Masturbation 

What do you do about sex play? About exhibitionism? 
How do you tell a child about the birth of a baby? 
What do you do about masturbation? 


Discipline 

How do you handle hostile reactions and deliberate badness? (Wets 
pants on purpose, dumps potted plants onto floor, etc.) 

Am 1 spoiling my child? 

How do you regard morbid conversation about cutting people’s heads 
off, throwing them into the garbage, shooting, stabbing, etc.? 

How much shouting, name calling, is permissible? How could you 
stop it? 

What are effective methods of discipline? What about spanking? 

How much can you reason with a child when he seems to understand, 
but then disregards what has been said? 

How about the so-called new Behavior Modification method of disci- 
pline? 


Conflicting Theories of Discipline 

How do you cope with conflicting philosophies of grandparents and 
parents? Of visiting relatives? Others who live in the home? 
How do you cope with conflicting philosophies of mother and father 
— one lax and one demanding? 

Should parents always agree about discipline? 

Nursery School Behavior and Adjustment 

How long should a parent have to stay at school with a child? 
Should children play out of doors in all weather? 

How well should a child play with others? 

If a child doesn't want to go to school, should he be forced to do so? 
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What prompts a child to like the friends he does? 

Is the child happy at school? 

Does the child ask for his mother when she is away? Does he miss her? 
Need her? 

Does he share his toys? Does he play nicely? Should he play nicely? 

How can departures from school be expedited wh^t child doesn’t 
want to leave? 

How does it happen that he behaves so well at school and so badly 
at home? 

Is it usual for a child to adjust well to school at first, then have a period 
of backsliding? What do you do about it? 

Docs he paint at school? What is the significance of the colors he uses? 

Why does he seem to feel the need of keeping his hands clean? 
Is a car pool a good idea? 

How about safety? Should the teachers be watching each child all the 
lime? 

Does a child have more colds when he goes to school? How can we 
prevent colds? 

Does the school snack take away appetite for lunch? 

Related Problems about School 

Won’t he be bored by kindergarten if he goes to nursery school? 

At what age should a child start kindergarten? First grade? 

He IS interested in letters—should we teach him to read? 

Can a parent increase a child’s intelligence by teaching him in the 
preschool years? 

Can you make a child ready for school earlier by doing just the right 
things in the preschool years? 

Should the child go to public or to private school? 

What activities outside school should be encouraged? 

What is the best method for teaching music to young children’^ What 
instrument? At what age should one start? 
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Relation to Siblings 

What can one do about constant fighting between siblings? 

How do you handle it? 

How do you prevent dangerous aggression of an older child toward 
a younger? 

Is it good to send a child to nursery school when there is a new baby, 
or might he get jealous? 

Ho you have to get two of everything to keep siblings happy? 

How far should you go trying to keep things “fair’7 

When the older sibling brings a friend home to play, must he be 
required to include the younger sibling in their play? 

Should there be a gradation of privileges with respect to age? 

bieighborhood Problems 

How do you cope with constant fighting of children in the neighbor- 
hood, and with complaints of mothers? 

What do you do when your child acts badly when visiting, or when 
company comes to the house? 

What should you do if children in the neighborhood tease your child 
badly? 

Should a child, especially a boy, be expected to “stand up for him- 
self’? 

Should you interfere if other children arc always ganging up on your 
own? 

Movies and TV 

How can you regulate TV watching? How much should you regulate 
it? Should children be allowed to sec exciting programs? Programs 
showing violence? 

Should children be allowed to watch TV while they are eating? 

Does TV watching hurt their eyes? Wjll watching TV interfere with 
their interest in books? 
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What prompts a child to like the friends he does? 

Is the child happy at school? 

Does the child ask for his mother when she is away? Does he miss her? 
Need her? 

Does he share his toys? Does he play nicely”? Should he play nicely? 

How can departures from school be expedited when child doesn’t 
want to leave? 

How docs it happen that he behaves so well at school and so badly 
at home? 

Is it usual for a child to adjust well to school at first, then have a period 
of backsliding? What do you do about it? 

Does he paint at school? What is the significance of the colors he uses? 
Why does he seem to feel the need of keeping his hands clean? 

Is a car pool a good idea? 

How about safety? Should the teachers be watching each child all the 
time? 

Does a child have more colds when he goes to school? How can wc 
prevent colds? 

Does the school snack take away appetite for lunch? 

Related Problems about School 

Won’t he be bored by kindergarten if he goes to nursery school? 

At what age should a child start kindergarten? First grade? 

He is interested in letters— should wc teach him to read? 

Can a parent increase a child’s intelligence by teaching him in the 
preschool years’? 

Can you make a child ready for school earlier by doing just the right 
things in the preschool years? 

Should the child go to public or to private school? 

What activities outside school should be encouraged"? 

What is the best method for teaching music to young children? What 
instrument? At what age should one start? 
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Relation to Siblings 

What can one do about constant fighting between siblings? 

How do you handle it? 

How do you prevent dangerous aggression of an older child toward 
a younger? 

Is it good to send a child to nursery school when there is a new baby, 
or might he get jealous? 

Do you have to get two of everything to keep siblings happy? 

How far should you go trying to keep things “fair”? 

When the older sibling brings a friend home to play, must he be 
required to include the younger sibling in their play? 

Should there be a gradation of privileges with respect to age? 

Neighborhood Problems 

How do you cope with constant fighting of children in the neighbor- 
hood, and with complaints of mothers? 

What do you do when your child acts badly when visiting, or when 
company comes to the house? 

What should you do if children in the neighborhood tease your child 
badly? 

Should a child, especially a boy, be expected to "stand up for him- 
self? 

Should you interfere if other children arc always ganging up on your 
own? 

Afovies and TV 

How can you regulate TV watching? How much should you regulate 
it? Should children be allowed to sec exciting programs? Programs 
showing violence? 

Should ehr/dfcn be aWowsi to watch TV white they arc eating? 

Does TV watching hurt their eyes? Will watching TV interfere with 
their interest in books? 
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Docs seeing aggression on television make children aggressive? 

At what age can you take a child to the movies and be assured it does 
him no harm? 

Special Family Problems 

How can traveling be made easier and more enjoyable for a child? 

Does it harm a child if mother and father go away together, without 
him, on a vacation? 

How can a child be prepared for hospitalization? How can he be 
helped when his mother is away because of illness? 

Should mother stay with a child who is being hospitalized? 

If parents are going on an extended trip, should they try to explain 
this to the child beforehand? Should they communicate with the 
child while they arc gone? 

What play areas or play equipment can be set up in a home where 
there is little space and little money? 

When there are special problems, what are some sources of help in the 
community? (Psychiatric, visual, auditory, etc.) 


Religion and Death? 

How do you explain death to a young child? 
What do you say about God? 



Epilogue 


In an ideal educational situation, the child is taught at a level 
of learning which his own level of readiness permits. The nur- 
sery school for this reason provides what may well be the ideal 
educational opportunity. 

Even in the early primary grades, flexible as a teacher may 
be, the curriculum of any given grade requires that certain 
subject matter be covered during the course of a school year, 
and to that extent the child has to adapt to the requirements 
of the school. 

But in the nursery school, if it is flexibly run within a devel- 
opmental philosophy, the school adapts to the child. Certainly 
he makes his adaptations, too, even as does the infant who 
follows a self-regulation feeding schedule. We have always 
taken pains to term such a schedule “self-demand and self- 
adaptation.” Even the young infant does his share of adapting. 
Equally so with the nursery school child. There are certain rules 
which he must follow; certain adaptations he must make to the 
wishes of the teacher and to the needs of his fellow students. But 
in general, the nursery school is the educational situation par 
excellence in which the child’s needs can be considered and 
adapted to. 

As in all good educational and disciplinary situations this 
does not mean that no rules prevail, or that the child does just 
as he pleases. It does mean, however, that the teacher starts 
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where the child is and proceeds only as rapidly and as far as his 
true abilities permit. 

That is, an effective nursery school always deals with the 
child at his current behavior level. This can go so faf as to have 
him put into an older group should he prove too mature for his 
contemporaries; or, conversely, might suggest his need, tempo- 
rarily, for being in a group of children somewhat below his own 
age. Similarly, a truly flexible schedule might permit a child to 
have fewer or more days of school a week than others in his 
group. 

In the best nursery schools a relaxed teacher, skilled in 
appraising individual differences in rapidly growing minds and 
bodies, avoids any stereotyped program, or at least she is ready 
to modify her program to suit the needs of any individual girl 
or boy. Knowing the wide span of a child’s development in any 
year, and the variety in different children’s interests and moti- 
vations to learn, she will keep groups small and will provide 
them with numerous types of activities which they can explore 
freely: those involving music, science, numbers, literature, peo- 
ple, and physical skills. She will value the process of learning 
whereby the child can develop such traits as independence, 
resourcefulness, curiosity, creativity, and responsibility. 

The best in early childhood education will not be achieved 
by more rigidity, technology, or gadgets. Nothing can take the 
place of skilled teachers who are fully aware of each child’s 
individuality and also able to recognize his present developmen- 
tal level and to provide experiences which fit this level. 

As we have indicated in earlier chapters, we do not consider 
that the preschooler is wasting his time when he “just plays.” 
Nor do we favor a rigid presentation of academic subjects such 
as reading and arithmetic during the preschool years. Rather, 
we agree with those who consider that play is the young child’s 
work. Dr. Gesell commented as long ago as 1912: 
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The normal child’s acute powers of attention, observation and 
perception, impelling him to the closest scrutiny and investigation 
of each new thing, and his countless experiments in physics, all of 
which we call play, are the means adopted by Nature to exercise 
and develop his faculties. . . . One of the threatening evils of 
education is over-sophistication. It is easy to philosophize and to 
become mysteriously didactic, to surround the everyday natural 
interests and characteristics of childhood with impenetrable psy- 
chological analysis.' 

As to giving preschoolers formal instruction in reading, it is 
true, certainly, that some very young children are ready and 
eager for experiences with letters and numbers. Before formal 
instruction is given, however, a teacher should see to it that the 
child has meaningful experiences in his contacts with the envi- 
ronment which will make meaningful the printed words he 
finally comes to read. In the last analysis, the presentation of 
language symbols is a useless trick unless the child has enough 
experience to comprehend the meaning of these symbols. 

Teachers working in early childhood education need a broad 
base for their teaching experience. Ideally they should be well 
informed in all there is to know about children from infancy 
through age six. Nursery school should never be considered as 
an isolated experience. Rather, the school experiences of nur- 
sery school, kindergarten, and first grade should be considered 
as a unit. 

Within this unit the behavior of children is extraordinary in 
its Variety. Any first-grade class composed of children chrono- 
logically aged six contains children who have a wide range of 
developmental ages. (In fact, it is for this very reason that we 
are urging primary schools to give up the present practice of 
entering all children who are chronologically six years of age 
into first grade, and to substitute a practice of basing decisions 

1. Arnold and Beatnce C. Gesell, The Normal Child and Primary Edueatton (New 
York: Gmn and Co. 1912). p. 334. 
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about school entrance and grade placement on the child’s ac- 
tual behavior age, rather than on his age in years.) 

Similarly, in nursery school as in primary school, develop- 
mental levels may range from two to five years, even though 
children in attendance may all be three or four years old in 
birthday age. 

A good nursery school teacher must be aware of the irregu- 
lar nature of growth in children in terms of their motor,, adap- 
tive, personal-social, and language behaviors, as well as of their 
different developmental levels. She must realize that slow devel- 
opment in one area of behavior does not necessarily or even 
usually imply what is technically called retardation. She must 
also be able to support the child who is immature for his age 
level as well as be able to challenge the gifted child with a 
creative, meaningful program. 

Thus a teacher of young children needs to have a concept 
of growth that will prompt her to introduce a wide variety of 
experiences into any school program for the young child. She 
must know how to accept a child where he is, regardless of his 
level, and how to stimulate his potentialities. She will appreciate 
the fact that play is creative work for the young child. 

She must also come to grips with a number of theoretical 
considerations in child psychology. She must be acquainted 
with theories of learning, with the findings of constitutional 
psychology, and with known facts and current research in the 
field of child development. Yet it is important that her philoso- 
phy should not be rigidly conceived or held to. Rigidity has no 
place in early childhood education. At best, a good teacher 
should have what she considers working hypotheses, including 
a provision for reading, listening, examining new points of view 
from every available source. 

A successful program in early childhood education does not 
exist without effective communication with parents. A school 
program for the young child which does not consider parent 
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education fully as important as the education of the child is 
inadequate. At no other time in the child’s educational career 
is the parent so close to him and to the school as in the pre- 
school years. 

This makes the teacher’s interpretation of the child and his 
needs to the parent both possible and fruitful; and the teacher 
has much to learn from the parents’ interpretation of the child 
to her. The teacher of the young child has an extraordinary 
opportunity to help parents understand their child both as to 
his individuality and his level and rate of development, and to 
be happy with the child and to relax in this early, close relation- 
ship. 

In conclusion, what do we hope that this earliest educational 
experience will do for the child? In any dynamic progress, an 
integrated beginning is the most important stage. The bases for 
successful and effective adult living are not taught by precept 
in later years. They should be built into the character of the 
child during his earliest years. Those who overemphasize the 
early learning of specific academic skills, in our opinion, have 
little idea of, or respect for, what the young child is like or what 
the education of young children really involves. 

Early childhood is a time for education in living and for 
approaching life with the freedom to explore, to ask questions, 
to create. Later education in information and in the develop- 
ment of intellectual skills will be fully effective only if the child 
has learned first to live with himself, his parents, and his fel- 
lows, and to approach his environment with curiosity and 
creativity. 

A truly flexible nursery school can provide an invaluable 
supplement to a good home in promoting all ofthese opportuni- 
ties. A good school experience in these eariy years is as impor- 
tant as any which comes later. 
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Adaptive behavior, check list, 59-63 
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3 year old, 159 
* year old, 160 

of exceptional child, 237 ff. 
general considerations, 147-153 
good, then poor, 149 
introduction to school. 153 ff. 
methods of, through mother, 173 
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other child, 176 
routines, 178 

space-time onentation, 178 
teacher, 175 

mother’s role in, 156-160 
problems, examples of, 160-171 
separation from mother, 153-160 
teacher’s role in, 153-160 
typical cases of, 160-172 
Administration of nursery school. 109- 
121 

Advantages of school. 1 ID ff. 

Age changes in behavior 
18 months, 7-9 

2 years, 9-1 1 
216 years, 11-14 

3 years, 14-15 
314 years. 16-19 

4 years. 19-21 
414 years. 21-23 

5 years. 23-24 
daily. 52 

questions about, 290 
seasonal, 53 
weekly. 52 


Aggression, expression of at school. 123 
Ama, Ltfuiie B., li, 27, 289 
Andresen. Irene, vii 
Arrival, techniques useful on 
at 2 years, 158 
at 3 years, 159 
at 4 years, 160 

Assistant teachers, tasks of, IQZ 
Attendance 
desirable for alP, 133 
frequency of, 1 12 

Atypical child. See Exceptional child 
Autistic child 

adjustment to school, 244, 245-249 
dehnicion of, 244-245 
description of, 244-245 
language of. 245 
relation 

to other children, 247 
to parents, 245 
to self, 245. 246 
to teacher, 246-248 
rituals of, 248 

Awareness, techniques of, 184-188 
Behavior 

level of child. 296. 297 
stages, 7-24 
Bladder control, 285 
Blind child in school, 241-242 
Board of Directors, 101 
Books. See also Storytelling 
for children, 304-310 
about nursery school, 300 
for parents, 300-304 
for teachers, 302-304 
Bowel control. 284 
Building, 138 ff 
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Calendar of events, 113 
Car pool, 176 
Chase. Joan A , 289 
Check list for 

2 year olds, 59 

3 year olds, 60 

4 year olds, 62 

5 year olds, 63 

6 year olds, 64 
Chess. Stella. 36-38 
Children 

books for, 304-310 
with special needs, 236-2SS 
techniques for 
adjusting, 147-179 
getting on with at 2 years, 200, 2M 
years, 201; 3 years, 204, 3‘A years, 
205, 4 years, 206 
Choices, 195 

Choosing a school, 261-264 
Ooihes, putting on 
at 2 years, 219 
at 3 years, 219 
at 4 years, 219 
Cognitive development, a, si 
Common sense in discipline, 183 
Compliments, 191, 196, 198 
Cbntagious diseases, IIS 
Cooperative play, IS 
Crackers See Milk and crackers 
Crippled child in school. 243 
Curriculum, 126-129 
CuMi Norma. 47 

Daily changes in groups. 52 
Dotodx Atuhsmjt- 253 
Deaf child in school, 242 
Defective child in school, 240-241 
Delacala. Carl, 249 
Departure, techniques to help 
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at 3 years, 233 

Developmental 

examination. 59-65, 72. 92, 163 165 
167, 169, 173. 240 
point of view, 3-24 
readiness for school, 297 
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common sense in, 1 82 
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questions about, 291 
Discnmination, 18 
Diseases See Health 
Diseqmlibnum 
at different ages, 7-24 
and equilibrium, 4 
Dodson. Fitikugh, 289 
Dressing, 218-219 See also Clothes 

Ealing See Feeding, Milk and crackers 
Ectomorphy 

behavior charactensljcs of, 34-36 
physical charactcnslics of, 28 
m teacher, 79 

techniques for dealing with, at school, 
34-36 

Educational situation, ideal, 135, 295 
Eighteen months 
behavior characteristics of, 7-9 
behavior m nursery school, 8, 9 
sex differences at, 45 
Eliimnation, interview questions about. 
284-286 

Eliof Pearson Department of Child Study, 
IX. 59 

Emotional insecunty at 314, 17-18 
Endomorphy 

behavior charactenstics of, 28-30 
physical characteristics of, 27 
in teacher, 79 

techniques for dealing with at school, 
28-30 

Enrollment. Ill 
Equihbnum 
at different ages, 7-24 
and disequilibrium, stages of, 4 
Equipment, 138-143 
indoor, 140, 141 
outdoor, 141 
Ersekson, Eric. 38 

Examination See Developmental cxami- 

Examples of adjustment problems. 160- 
171 

Exceptional child, 236-258 
adjustment to school. 236-258 
autistic, 244-249 
blind, 241-242 
crippled. 243-244 
deaf, 242-243 
defective, 240-241 
different language. 249-250 



INDEX 313 


Exceptional child (cont'di 
general suggestions for handling, 257- 
258 

gifted, 255-257 
hyperkinetic, 250-252 
learning disability, 254-255 
mminial brain dysfunction, 252-253 
retarded, 240-241 
Excluding. 205, 207 

Pace saving, 196, 197 
Fairy tales, 229 

Family problems, questions about, 294 
Father. See also Parent 
at guidance interview, 274 
attends parents’ meetings, 267 
Fears, questions about, 290 
Feeding See also Milk and crackers 
interview questions about, 282-284 
parents’ questions about, 289 
Finger play, 220, 221, 235 
First Five Years of Life. 49, 59-65, 141. 
301 

Five ytats, tVvMacttTYslics o(, 

23-24 

Foreign language, 249-250 
Formal instruction in preschool years, 
135-136, 297 
Four years 

adjustment to school, 1 60 
behavior characteristics, 19-21 
behavior in school, 19-21 
changes 

daily and weekly, 52 
seasonal, 53 
check list, 62 

getting on with others, 206 
group at school, 19-21 
out-of-bounds behavior, 6 
schedule for. 131, 132 
sex differences at, 46 
techniques for 
on arnval, 234 
for dressing, 219, 234 
getting from free play to music, 235, 
on with others, 206; to milk and 
crackers, 235 
gcAng ooWiie, 134 
leaving. 235 

milk and crackers, 218, 235 
music, 223 

removing clothes, 234 
stone*, 229 


toiUtinj, 2U 
transitions, 235 
verbal techniques, 198 
Four and a half years 
behavior characteristic* of, 21, 22 
Five years 

behavior characteristic*. 23, 24 
check list, 63 
Free play to music 
techniques for shifting from 
at 2 years, 231 
at 25d years, 231 
at 3 years, 233 
at 4 years, 235 
Freud. 182 

Friends, 17, 20, 176, 204, 206 
help in adjustment, 176 
Fnendship, 191 

Gardner. Richard A . 253, 289 
Gersh, Marvin, 289 

Gesell. Arnold, ii, xi. 24, 25, 49, 73, 141, 
289, 296 

check list, 59-65 

developmental examination, 59-67, 72, 
92 

Guidance Nursery, vii, 28, 209 
guidance at, 273-287 
philosophy of, 3-24 
program, 28 ff. 
purposes of, 122 
routines at, 209-230 
techniques used at, 147-235; for in- 
troduction to school, 147-179, for 
separating mother and chM, 353- 
179 

Institute. 27 

developmental examination at. 59— 
67. 72. 92 

guidance interview at, 273-287 
Gifted child in school, 255-257 
Coodenough. Evelyn tK, ii. 42, 43, 126 
Group 
changes 

from day to day, 52 ff. 
from week to week, 32 ff 
■seasssnai, 53 ft. 

Grouping 
by age. 110-111 
of children at school. 111 
sire of group, 1 13. See oto Two years. 
Three years, etc. 
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Guidance 

interview See Interview 
Nursery See Gesell Guidance Nur* 
sery. Nursery school 
Of parents. 2M-J69 

Habits, questions about, 290 
Handicapped children 5ee Exceptional 
child 

Mead teacher, tasks of, 99-101 
Health 

precautions, 114-116 
questions about. 290 
regulations. 114-116 
Humor, 193, 194. 203, 207 
Hyperlmesis. 250-252 

Ilg, fnincei L.. ii, vii, 289, 303 
Imaginary companions. 19, 20, 198, 228 
Incoordination at 31i. 16. 17 
Individual 

child, role in group, S 1 
differences, examples, 66-68 
Individuality, 26-50 
Chess’s characteristics, 36-38 
of a good teacher, 77 ff 
of the group. 50-57 
from day to day, 52-57 
from week to week. 52-57 
as revealed by observing children. 
58-73 

Sheldon’s types of, 26-36 
ectomorphy See Ectomorphy 
endomorphy See Endomorphy 
mesomorphy See Mesomorph y 

equipment, 138-143 
play space, 139 ff 
Intelligence, growth of, 24-25 

guidance, 273-287 
areas covered, elimination, 284-286, 
feeding. 289, sleep, 286, toilet 
training, 284-286 
father attends, 274 
limitations of, 276 
not psychiatric, 275 
‘purpose of. 277 
questions asked, 277-287 
introductory, 118 

Introduction to school See AdjustmeM 
Introductory interview, 118 


Kanner, Leo. 244 
Kindergarten, books about, 300 

Language 

behavior, 1-4 years. 59-65 
interest in at three, 14 
Learning at school, 135-137 
Learning disability, 254-255 
Leaving school See Departure 
Levy, John, 47 
Lowenfeld Mosaic Test, 43 
Lunch See Milk and crackers 

Maocoby, Eleanor, 42 
Masturbation, questions about. 291 
Maynard. Frtdelle. 289 
Men teachers, 86 
Mesomorphy 

behavior characteristics of, 30-34 
physical characteristics of, 27 
in school. SI 
in teachers, 79 

techniques for dealing with at school, 
30-34 

Milk and crackers 
getting to, 215-218 
techniques for 
at 2 years, 216 
at 3 years, 217 
at 4 years, 218 
Milk spilled, 216-218 
Minimal brain dysfunction. 252-253 
Moieley, Kickolai, 47 
Mother 

helps adjustment. 153-179 
separation from. 153-160 
Mother-child 
relationship 
at five. 23 
overdependent, 165 
tyrannical. 165-166 
separation of, 153. IS9-I6Q 
techniques for, 172-179 
Mother's role in adjusting child lo school. 

156-160 
Motor behavior 
check list, 2-6 years, 59-65 
Music, 220-224 
at different ages 
2-24 years, 221 
i~iVi years, 222 
4 years. 223 
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Names, calling self by other, 194 
“Needs,” 190, 203 
"Nwsy room, U^, 205 

Noimality of behavior 
qaestions about, 282 ff. 

Norms of behavior, 3 
check lists of, 59*63 
Nursery school 
adjusting to, 147-179 
administration of, 109-121 
age groups in. 111 ff. 
aggression expressed, 123 
attendance 

desirable for all?, 133 
books about, 300 
building, 138 ff. 

characteristics of a good, 262, 263 
choosing, 261-264 
enrollment in, 112 
equipment, 138-143 
a flexible situation, 295 
a help to parent*, 125 
an ideal educational opportunity, 135, 
295 

“just playing,” 122, 135 
parent observation, 269-272 
examples, 269 ff 
part of public school. 135 
physical plant, 138-143 
program 

for 2-3 year olds, 130 
for 4 year olds, 13I-I32 
purpose. 122-137, 299 
questions about, 133-137 
schedule. See Program 
techniques, 180-235 
of awareness, 184-187 
for handling children, 180*208 
for routines, 209-233 
verbal, 188-199 

Objects help adjustment, 177 
Old houses, 139 
OUs, Anita. 140 
One way street, 7 
One-way-vision screen, 141 
Opposite extremes at 24, 12 
Otttdoot 
equipment, 142 
playyard, 142 
Outdoors, going 
techniques to facilitate 


at 2, 24 years, 230, 231 
at 3 years. 232 
at 4 years, 234 

Out-of-bounds behavior at 4 years, 6, 
19-21 

Parallel play, 15 
Parent See aho Mother 
communication with, 264-294, 298 
guidance, 264*269 
informal. 267, 268 
interview, 273-287 
orientation meeting. 267 
interview, 273-287 
observation at school. 269-272 
and school. 261-272 
and teacher 

conferences, 267 
interview, 273-287 
preliminary meeting. 154 
as teacher, 104 
Parents, books for, 302-304 
Parents’ 

benefits from school. 125 
choosing school, 261-264 
questions 
about age. 290 
about child. 288-294 
about discipline, 291 
about family problems. 294 
about fears, 290 
about habits, 290 
about movies. 293 
about neighborhood problems, 293 
about nursery school behavior, 291, 
292 

about relation to siblings, 293 
about routines, 289 
about sex, 291 
about telcvTsron, 293 
People help adjustment. 176 
Perception, individuality of. 39 
Permissiveness, 182 
Perseveration at 24, 13 
Personality See Individuality 
Personal-social behavior 
check list, 2-6 years, 39-65 
Philosophy. Set aba Developmental 
poinl of view of a school, 109, 

no 

of education, 109 

of Oesell Guidance Nursery, 109-1 lO 



316 INDEX 


Physical plant of school, t3S-143 
Piagtt. 24. 25 

Pitcher. Evelyn Coodenough, ii, 42, 43, 
126, 301, 304 

Play 

equipment, 138-143 
as a purpose of school, 122-125, 135- 
136 

as work, 136 
Playground 
indoor. 143fr 139 tf 
outdoor, 141 

Practical considerations, 1 10 If 
Practice teaching, 102 
Praise as a technique, 198 
Preliminary meeting, parent and teacher, 
154 

Prelinger, Ernst, 43 
Problem children, 236-258 
Problems of adjustment 
caamples of, 160-121 
Program of nursery school, 122-137 
for 2-3 year olds, 130 
for 4 year olds, 1 32 
Psychoanalytic movement 
affecting discipline, 182 
Psycho-sesual experiences, 38 
Public school nursery school, 135 
Purposes of Gesell Guidance Nursery. 
122-126 

Questions 

asked in interview. 282-287 
as motivators, 193 
parents ask, 288-294 
about purpose of school, 292 

Rating scales, 69-71 
Reading See also Books, Stones 
early formal instruction m, 136 
297 

Records 

abuse of. 118. 120-121 
keeping of, 72 
kinds of, 118-119 
legibility of, 121 
overabundance of, 120-121 
use of, 118, 119 
usefulness of, 118 
Regulations 
about health, 1 14 
about safety, 116 
Retarded child m school, 240-141 


Rexford, Evelyn, 47 
Rtmland, Bernard, 249 
Rituals 

of autistic child, 249 
at 236 years, 13 
useful in adjustment, |77 
Routines 

advantages of, 129, 130, 210 
child’s. See Feeding. Sleep, etc. 
disadvantages of, 210 
enjoyment of at 3 years, 210 
at Gesell Nursery School, 209 
techniques for, 209-230 
dressing, 218-219 
milk and crackers, 215-218 
music. 220-224 
stones, 224-230 
toileting, 211-215 
transitions, 230 If 
Rules, 208 

Safety. 116-118 
Scdlfi^ Irene dndresen, vii 
Schedule of school. 129-132 
School See also Nursery school 
administration of, 109-121 
organization of, 109-121 
philosophy of. 109, 110 
questions about, 133-137 
readiness for, 297 
Seasonal changes in group. 53 ff 
Sejiaration 

of mother and child, 153-160 
from mother helped by 
mother, 156-160, 173 
objects, things, activities. 177 
people. 176 
routines. 178 

space-time onentation, 178 
teacher. 175 
Sex 

differences 
tn behavior, 40-50 
in behavior problems, 47 
at different ages, 45-47 
in rate of development, 48, source of, 
40-51^ stereotyped, 40, 41 
play, questions about. 291 
Sheldon, William //. 26, 27, 30 
Shoes, comment about, 191 
Siblings, relation to 
questions about, 293 
Singing. 189 
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Six yean, check list, 65 
Size of groups, 113 
Sleep 

interview questions about, 286-287 
parents’ questions about, 289 
Somaiotypes, different 
desenbed, 26-28 

techniques for dealing with. 28-36 
Space oneniation. helps adjustment. 

Special children. 236-258 
Staff relationships, 97-205 
Stages of behavior, 2-25 
A,B.C, 6 
order of, 5 

Stereotyping of sex differences. 40, 
41 

Stories, 224-230 
at 2 and 2V6 years, 227 
at 3 and 33$ years, 228 
at 4 years, 229 

Storytelling, spontaneous, 43. 44 
Student teacher, 93-96 
Substitutions, use of, 195, 202 

Tasks of different teachers, 99 
Teacher (s). 77-105 
awareness m, lg4ff 
books for, 300-304 
characteristics needed. 77 ff. 
emotional, 82-84 
mental. 80-82 
physical, 77-79 

for teaching older children, 84; 

younger children. 84 
undesirable, 85, 86 
different 

assistant teachers, 102 ff. 
director, 101 
head teacher, 99-101 
help adjustment, 273 
men as. 86 
number of, 105 
parents as, 104 
personal qualities of, 77-96 
preservice training for, 89-96 
role in adjusting children. 175 
standard qualiRcattons, 77 ff 
student teachers, 93-96 
techniques of. 5re Techniques 
training needed, 89-96 
voice. 188, 189 
Techniques 


for adjusting children to school, 147- 
179 

general procedures, 147-153 
of awareness, 184-188 
for different somatotypes, 28-36 
for getting on with others, 200-208 
at 2 years. 200-201 
at 2V6 years. 201-204 
at 3 years. 204-205 
at 316 years. 205-206 
at 4 years, 206-208 
for handling children. ISO-188 
of praise, 198 
for routines, 209-230 
dressing. 218-219 
milk and crackers, 215-218 
music. 220-224 
stories, 224-230 
toileting, 211-215 
transitions, 230-235 
for separating mother and child. 172- 
179 

through mother, 156-160, 173 
through objects, activities. 177 
through people, 176 
through routines, 178 
through space-time onentation, 
178 

through teacher, 175 
for transitions, 230-235 
verbal, at different ages. 188-199 

2 years, 194 
2!4 years. 195 

3 years, 196 
m years. 197 

4 years, 198 

Television, questions about, 293 
Thomas. Alexander, 36 
Three years 

adjustment to school, 159 
behavior characteristics, 14-15 
behavior iti nursery school. 14-15 
changes in behavior 
daily and weekly, 32 
seasonal, 53 
check list, 60 

getting on with others, 204 
schedule at. 130 
sex differences at, 45 
techniques for 
amval, 332 
dressing, 219, 232 
free play to music, 233 
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Three years (cant'd) 

getting to milk and crackers, 233 
going outside, 222 
leaving, 233 

milk and crackers, 217, 233 
music, 222 

removing clothes, 232 
stones, 22S 
toileting, 214 
transitions, 233 
verbal, 196 

Three and a half years 

behavior characteristics, 16-19 
behavior in nursery school, 16-19 
getting on with Others, 203 
sex diHerences, 46 
techniques for 
amval, 233 

milk and crackers, 217 
music, 222 
stones, 228 
toileting, 214 
transitions, 233 
verbal technique*, 197 
Toileting 

"accidents,” 212, 213 
at Gesell Nursery School, 211-215 
interview questions about, 284- 
286 

techniques for, 211-215 
Training 
pants. 213 
of teachers, 89 ff 
Transitions, 230-235 
on arnval 

2 year olds, 230 
2t4 year olds, 231 

3 year oWs. 232 
3V6 year olds, 233 

4 year olds, 234 
at different ages 

2 to 4 year olds, 235-236 
for dressing 

2 to 4 year olds. 230-234 
from free play to music 
2 to 4 year olds, 231-235 
on going outside 
2 to 4 year olds, 230-234 
on leaving 

2 to 4 year olds, 231-235 
to milk and crackers 
2 to 4 year olds. 231-235 
Tunis. 203 


Two years 

adjustment to school, 159, 171 
behavior charactenstifs of, 9-11 
check list for, 59 
group at school, changes in 
daily, 52 
seasonal, S3 
schedule for, 130 
sex differences, 45 
techniques for 
arrival, 230 
dressing, 230 
free play to music, 231 
getting to milk and crackers, 231 
going outside, 230 
leaving, 231 

milk and crackers, 216, 231 
music. 221 

removing clothes, 230 
stones, 227 
toileting, 212 
transitions, 231 
verbal techniques, 194 
Two and a half years 
behavior characteristics. 11-13 
behavior in nursery school, 13 
getting on with others, 201 
stx di^TOXccs., 45 
techniques for 
arrival, 231 
dressing, 219, 231 
free play to music, 231 
getting to milk and crackers, 232 
going outside, 231 
leaving, 232 

milk and crackers, 217, 232 
music, 221 

removing clothes. 231 
stones, 227 
toileting, 213 
transitions. 232 
verbal techniques, 193 
Tyranny of child over mother, 165 

Unsuitedness for teaching. 85 
Usefulness of school, 125 

Verbal techniques, 188-199 
at different ages 

2 years, 194 
1% years, I'W 

3 years. 196 
315 years, 197 



INDEX 319 


Verbal leehniques (cont'd) 

* years, 198 
in general, 188-199 
Voice of teacher. 188. 189 

^aechter. H. 4 £, 138 
"Waste” of early years, 187 
Weather as affecting behavior, 56 


Weekly changes In groups, 52 ff 
Wender, PauL 252 
Whispering, 189, 205 
Words, magic of, 190. See also Verbal 
techniques 

ya/e Clinic of Child Development, vti 



